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ABSTRACT 
Social justice research is concerned with challenging the conditions that create 
marginality and material disadvantage. Because representations of marginal subjects in 
discourse connect with negative material effects, a focus on the way in which 
representations operate is an important social justice task (Foucault 1980, p. 193). Choules 
(2007) has problematised the way in which 'privilege' positions the subjects of social 
justice discourses in ways that re-institute their marginality and disadvantage. Marston 
(2004) locates the problematic representation of social justice subjects in policy. In this 
thesis, I a m concerned about the ways in which privileged representations of refugee 
w o m e n in Australian government settlement education policy might re-institute their 
marginality and disadvantage. Participation in education confers a variety of benefits on 
individuals and exclusion or marginalisation from it is conversely detrimental, so 
representations in education policy are of importance. Framed from a post-structural, 
feminist perspective, m y overarching purpose in this work is to interrupt the kinds of 
dominant representations of refugee w o m e n which currently prevail in policy. 
Women experience the difficult and traumatic refugee journey (Roe 1992, p.91) in 
a particularly gendered way (Kelley 2001, Valji et al. 2003); however, dominant 
discourses have commonly rendered w o m e n invisible in international and domestic law 
and policy (Kelley 2001, Pittaway 2001). Even where refugee w o m e n are visible, they 
have frequently been represented by those privileged by the dominant discourse in 
negative and victimising ways (Indra 1999, Johnson 2006). For researchers concerned 
about social justice, a bind exists between balancing the communication of refugee 
i 
women's adverse conditions, and representing them in a way that is not premised on 
victimhood and charity. My feminist concern here is that agency is commonly absent in 
privileged representations of refugee women subjects. 
I propose to illustrate the ways in which negative representations operate in 
Australian government settlement education policy, and to pursue a strategy for 
interrupting them. In raising concerns about policy, I draw on Marston (2004), who 
argues that social policy subjects are commonly represented in relation to a 'problem' 
that must be fixed. Bacchi (1999) suggests that the nature of the problem is contained in 
the solution proposed for it. I look at the way Australian Government settlement 
education policy represents participant subjects by exploring its purposes, and the nature 
of the 'problems' it proposes to fix. While the policy does not apply only to refugee 
women, its purposes are situated within cultural, historical, and local discourses, in 
particular about ethnicity and gender, which have particular implications for the 
representation of refugee women. 
My means of interrupting the dominant representations is through recourse to an 
account 'from the margins' (Foucault 1980). Using long, in-depth, face to face 
interviews, I spoke with nine long settled refugee women - women marginalised in the 
dominant discourse — about education's purposes. The interviews were not policy 
driven, in the sense that questions were not driven by policy imperatives, but rather 
engaged at the discursive foundations of the debate. Why was education important, in 
these women's eyes? What purposes mattered to them? Such questions and answers 
provided a 'big picture' look at education from the perspective of women who had settled 
ii 
as refugees, and allowed m e to reflect on their subjectivities, while also having relevance 
for policy. 
Agency is a theme that permeated the interviews. The women understood 
education as a location that could confer upon them certain capabilities for freedom 
(Olssen 2005) which might enable them to make choices, speak out for themselves, and 
create a quality of life. In contrast to dominant social understandings that privilege 
education as instrumental, the women saw a critical role for education as a medium 
through which they could develop themselves for the benefit of both themselves and 
society at large (Foucault 1990c). 
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CHAPTER ONE 
INTRODUCTION 
This is a thesis about representations of marginal groups and the negative material 
effects which transpire from those representations. In particular, I am concerned with the 
ways in which refugee women are represented in Australian government settlement 
education policy1, the effects of those representations, and the ways in which those 
representations might be challenged and interrupted. My work in this thesis includes 
highlighting the operation of these dominant representations in settlement policy, 
explaining their consequences for refugee women, and then contesting those 
representations through recourse to refugee women's voices. I begin this chapter by 
placing my research endeavour in context - that is, I position my interest in this particular 
thesis topic. I continue by explaining the broad theoretical parameters guiding my 
understanding of the problem, and then explain the ways in which I propose to tackle the 
problem of challenging dominant accounts. Reflexivity is an important part of my 
theoretical framework, so I spend some time describing the way in which reflexive 
practice operates in the thesis. Finally, I provide a synopsis of each chapter. 
1
 Australian Government settlement education policy refers to the Adult Migrant English Program, 
about which I provide further details in Chapter 5. 
1 
Positioning the problem and positioning the researcher 
This thesis is driven by a social justice interest in the lives of refugee women. 
Social justice researchers and activists are concerned with questions of inequality in 
society - in particular, how some groups of individuals come to fare less well in what, we 
perceive, should be a community of equal enjoyment, fulfilment, respect, and material 
wellbeing. As Choules2 (2007, p.463) summarises it 'Social justice looks to challenging 
and changing of structural and systemic injustice in which certain groups are singled out 
for less favourable treatment and others are privileged.' 
Refugee women in Australia come from some of the most oppressive 
environments in the world and their stories are ones of survival. Evidence of their 
inequitable treatment is to be found in locations ranging from places where their asylum 
claims are determined under the Convention Relating to the Status of Refugees 
2
 Choules (2007) draws on Bell (1997) in her discursive understanding of social justice as a 
Utopian goal that serves a motivating function. I explore these concepts further in Chapter 2. 
3
 The United Nations Convention Relating to the Status of Refugees (1951) and its Protocol (1967) 
(UNI 996) outline the conditions under which state parties should award refugee status to individuals 
claiming asylum from persecution. Terms of the Convention are defined further in Chapter 4. 
( U N H C R 1996) (hereafter the Convention) to their experiences of institutional services in 
countries of third settlement4. 
I grew up observing inequalities in the Melbourne suburbs of Brunswick and 
Northcole, which were characterised by large first and second generation migrant and 
refugee populations. Here, during the 1970s and 1980s, I was both outsider and insider. 
On the one hand, I was a young woman who belonged to the dominant 'Anglo' culture in 
Australia. On the other, most of my primary relationships were with first or second 
generation migrant and refugee girls and their families. These relationships steeped me in 
diverse cultural worlds, and sensitised me to the perspectives of my friends. My 
understandings of them — and their representations of themselves — did not seem to 
coincide with the ways in which the mainstream 'culture' understood them. Further, these 
girls had gendered experiences of their home cultures, and the mainstream culture more 
widely, that commonly remained invisible or marginalised. What bothered me was how 
easily these dominant understandings of refugee women, which are negative and limiting, 
translated into real world outcomes; into discriminatory attitudes, behaviour, and 
treatment that became manifest on a more bureaucratic level such as policy, programs, 
and services. 
4
 Where refugees cannot return home, and cannot or should not remain in a first or further country 
of asylum, they can be repatriated to a 'third country of settlement'. Australia is one such third country of 
resettlement (RCOA 2010a). 
3 
I saw education as intrinsically linked with the possibility of social justice change 
— with the project of opening minds, changing perspectives, and sharing of differences. 
M y secondary school had a 'social justice' orientation, and our classroom texts, 
lunchtime films, drama-in-education visits, and excursions were frequently themed 
around social justice issues, such as the effects of xenophobia. I left secondary school to 
become a music and drama teacher and returned to work in Brunswick and Northcote 
between 1990 and 1995. Educating girls through music and drama was a particularly 
inspiring activity for m e because I believed in the transformative and empowering 
potential of the performing arts; however I became increasingly interested in issues of 
gender as they manifested in education policy and pedagogical frameworks. I pursued a 
Master's Degree in Women's Studies and Education and in 1996 I moved into the 
university sector as a student union advisor and advocate. I also worked in a residence for 
international students, where conversations about culture, identity, representation, and 
experience were commonplace. In these environments, m y interests in gender, ethnicity, 
education, and representation grew. 
Social justice is fuelled by hope — a belief that there must be ways of challenging 
and changing inequality and disadvantage. If negative or limiting understandings of 
marginal groups leads to negative material effects, then exploring the operation of these 
representations — what they look like, how they arise, how they bring about 
marginalisation, and what their effects for marginalised people are — would seem a 
useful social justice exercise. Such an interest drove m y Master's thesis, which was 
concerned to 'open up' dominant understandings of w o m e n international students by 
hearing from the w o m e n themselves. I interviewed a small group of w o m e n about their 
4 
reasons for studying overseas, the particular challenges they faced, and their views on 
education and its benefits for them. The endeavour challenged my own thinking about 
these students. In particular, I was intrigued with the complexity of the picture that arose 
from the interviews. On the one hand, I heard from the women about negative, 
discriminatory, and ugly experiences they had in Australia. On the other hand, I observed 
in detail the strategic ways in which they made choices, navigated difficult 
circumstances, and opened up opportunities for themselves. 
On leaving the student union and the student residence, I began working as a 
consultant during 2001, at which point I joined a firm undertaking projects for the 
departments of justice, education, and human services in Victoria. Through this work, I 
was privileged to engage with a range of Victorian communities, including migrant and 
refugee women's communities, and indigenous communities, on important social issues. 
Between 2002 and 2005 I worked on three significant projects with migrant and refugee 
women — one examining migrant and refugee experiences of the justice department 
(Success Works 2003), one exploring issues of family violence amongst culturally and 
linguistically diverse women in rural communities (Success Works 2004), and another 
that included consultations with nearly 500 migrant and refugee women, looking at policy 
priorities from their perspectives (Success Works 2005). 
These activities only further crystallised my interest in the link between 
representations in policy and the material effects of those representations. Pertinent to this 
equation was the role of education as a site. From the women's perspectives, education 
was of material importance because of their belief that an education could facilitate 
5 
personal, social, work, and life opportunities. It was also a location in which they saw 
opportunities to develop skills so as to articulate their perspectives and engage in 
conversation, especially in relation to contesting dominant representations. A desire to 
interrupt dominant and negative representations of these women formed the motivational 
basis for undertaking this thesis. 
The problem and the endeavour 
The problem 
Refugee women typically navigate a series of negative material and life 
circumstances. Fleeing from persecution, and contemplating an uncertain future in 
transitional living arrangements, refugees arrive in third countries of settlement without 
the capital and resources of most local residents, including other migrants. Women 
refugees can experience the stages of their journey — persecution, flight, and settlement 
— in a manner peculiar to their sex and gender. Discourses of gender coalesce with 
discourses of colonialism, racism, and citizenship to shape the refugee experience in 
particular ways. 
Despite their distinctive experiences, the issues facing women refugees were for a 
long time unrecognised in policy and academic discussion. It has been argued that the 
Convention does not properly recognise women's discrete experiences (Kelley 2001, 
MacKinnon 2006). On an international scale, it wasn't until 2001 that mass rape was 
recognised as a war crime (Al 2001). And only during the 1990s did Australian policy 
makers become aware of the extent of torture and trauma suffered by refugee women 
prior to arriving in Australia (Pittaway 2001). So it is that, until recent decades, refugee 
6 
women have largely been represented as absent from, incidental to, or marginal within, 
mainstream human rights discourses. 
The problem of representation of refugee women extends beyond invisibility. 
Indra (1999), Johnson (2006), and others have noted the western propensity to represent 
women in development and forced migration circumstances as un-agentic victims. 
Refugee women and girls have become the face of refugee victimhood (Johnson 2006). 
While we must ensure consciousness of, and action in relation to, the stark and 
oppressive conditions faced by refugee women, these should not be equated with an un-
agentic notion of their subjectivities. Such negative representations of refugee women 
speak more to the strategies of privileged5 discursive construction (Choules 2007) than 
they do to any notion of a universal 'refugee woman'. 
Of particular concern to me, and what Choules (2007) draws sharp attention to, is 
the way in which such representations can operate in locations which are already 
concerned with the 'best interests' of social justice subjects, such as refugee women. We 
might expect negative or limiting representations in mainstream institutional locations, 
but do we look for them in policies and services explicitly designed to support those 
women? Traditional theories of power popular in social justice research and activism 
(such as those premised on Marxism) commonly locate power in a top down scenario, 
5
 M y use of the term 'privilege' is taken from Choules (2007), who speaks about the capacity of 
those empowered by the dominant discourse to represent others, and take action in relation to those 
representations. A more detailed treatment of this concept is provided in Chapter 2. 
7 
directing our gaze to a singular, easily identifiable perpetrator as the locus of repressive 
power. In this scenario it is the 'perpetrators' of repressive power, rather than any 
organisations or individuals trying to 'help the oppressed', who are commonly the 
subjects of our social justice theorisation and action. However, the work of post-structural 
theory (and feminist theorists, as I shall explain in Chapter 3) have turned our attention to 
the operations of power as local and particularised (Foucault 1980, McLaren 2002). 
Foucault (1980) has contested a universal notion of sovereign power, arguing instead that 
power is productive, more in keeping with a web (see Chapter 3). In this model, we are 
all complicit in power - and as such, we can all be complicit in the reproduction of 
dominant discourses. 
Such a perspective raises the question as to how we, as social justice researchers, 
might be complicit in the re-marginalisation of social justice subjects. It requires that we 
explore our own 'common senses' — the 'common senses' of those privileged by 
dominant discourses (Choules 2007). As Spivak (1989) describes it, we must interrogate 
that which 'is so useful to you that you cannot speak another way' (Spivak, 1989, pp.135, 
151). This accords with Foucault's (2000d, p.256) view that the hope of activism is to be 
found in regarding all discourse as suspect or 'dangerous'. It is a case of being aware 
enough to look for the 'enemy within'. Responding to his view that scepticism is in fact 
an act of hope, I intend to conceive of ways in which we might think about 
representations of refugee women differently. 
I make these comments to emphasise that the concerns I raise about 
representations of migrant and refugee women in settlement in this thesis, most 
8 
particularly in Chapter 5, are not intended to undermine or discount current settlement 
education efforts. Rather, the analysis offered in this thesis is conducted in the spirit of 
Foucault's (2001a) 'Parrhesia'—the 'fearless speech' (truth telling) of one friend who 
speaks frankly to another, even at personal cost. I am a 'friend' to settlement education in 
that I consider its provision to be imperative. I position my critique of the policy as the 
type of opining that takes place 'with/in the family' — especially in that family's more 
critical moments. 
So it is I problematise the representation of refugee women in settlement 
education; not because I conceive of this policy site, or representations within it, as 
'innately bad' but because I am responding to Spivak's (1989) challenge to explore that 
which is so familiar that we 'cannot speak another way'. I examine the discourses that 
inform settlement education policy, looking to see how the policy 'understands' the 
subjects towards whom it is directed. Settlement education is an important site through 
which to explore representations because it is the first site of educational exposure for 
most refugee women. It illustrates to new arrivals who Australia thinks they are, what 
education means, and how they might begin to imagine themselves as educational 
subjects and citizens. 
Central to the problem of negative representations of refugee women is Foucault's 
understanding of 'norms'. Foucault indicates that those who sit outside the 'norms' of 
dominant discourses — the marginal — tend to experience disproportionately negative 
material effects as a consequence of that marginality; for example, they have less 
economic power, less access to resources, and less cultural authority to speak (as cited in 
9 
McLaren 2002, p. 123). These disadvantages include a well-documented link between 
marginal statuses (whether class, race, ability, or gender based), access to educational 
resources, and quality of educational experiences and outcomes (see for example Spender 
1992; Persell et al. 2003; Brand & Swail 2004). The limiting or negative representation 
of a marginal subject, who is already materially disadvantaged, is likely to lead to further 
material disadvantage. 
As background work for this thesis, I interrogate the norms against which refugee 
women are represented in macro level (international) refugee policy and consequently, in 
the Australian settlement education policy environment. Settlement policy emphasises the 
adoption of local values, securing a job and participation in mainstream social activities 
by refugees (DIAC 2007a, 2008a). Of particular concern is the problematic casting of 
refugees and migrants in settlement education as needing to conform to citizenship 
values. I ask to what degree this promotes a limiting and instrumental view of 
participants' educational needs, and its implications for refugee women. 
The endeavour - engineering a 'reverse discourse' 
Understanding the operation of negative and limiting representations of refugee 
women - contextualising the problem — constitutes only one aspect of the social justice 
task in this thesis. What might be construed as the 'activist' part of my work entails a 
challenging of those limiting representations. In particular, my desire is to contest 
privileged ways of speaking about refugee women that presume refugee women's 
conformance with dominant norms. I am also concerned with ways of speaking that 
promote images of ineffectuality, victimhood and silence (Indra 1999, Choules 2007). 
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Such representations position refugee w o m e n as 'problems' to be fixed by policy 
(Marston 2004). 
In locating a method for challenging dominant representations of refugee women, 
I have drawn on Foucault's (1980) directive to privilege 'subjugated knowledges'. 
Foucault (1980, p.82) argues that garnering a perspective from the margins of a dominant 
discourse — a set of 'subjugated knowledges' — is one means by which to interrupt the 
'normalcy' or 'common sense' of dominant perspectives. In particular, increasing 
opportunities for embodied marginal subjects to offer perspectives that might be different 
to the dominant discourse can be useful in illustrating that dominant discourses are 
contingent and potentially moveable. 
Using this methodological directive, I undertook to furnish a new and different 
perspective about subjectivity to that represented in settlement education policy — a 
reverse discourse (Foucault 1990a, p. 101) that draws heavily on refugee women's 
reflections about the role of education in society. From a social justice perspective, this 
work at the margins is intended to challenge the narrow, limiting, and formulaic 
representations of refugee women - 'to contradict meanings and to produce new 
discourse' (Sanguinetti 1999, p.63). My work 'at the margins' proves useful for reflecting 
upon representations in policy applying to refugees generally, and in particular to 
settlement education policy. 
This methodological approach is premised on a Foucaultian feminist view of the 
subject as agentic (Davies 2000, McLaren 2002, St. Pierre 2004). If voice is an act of 
agency, then one might conceive of it as the capacity to articulate perspectives which 
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challenge, invert, or are marginal to the dominant discourse. As Davies (2000, p.66) 
describes it, agency or authority entails a 'speaker who mobilises existing discourses in 
new ways, inverting, inventing and breaking old patterns'. In the context of a project 
about refugee women, agency and voice take on particular meaning. A defining aspect of 
the refugee experience is loss of power over the self— a loss of power over the safety of 
oneself and one's family, over determining where one will live, and over one's sense of 
future. For those who find respite in a third country of settlement, re-establishing a sense 
of power over oneself and over one's life — regaining the capacity to speak one's 
thoughts (relatively) freely, express a perspective, direct one's own life — is paramount. I 
draw on a quotation from Fadzai, a young woman from Zimbabwe who participated in 
this study, to illustrate the point. 
I kept trying to prove to myself that 'look I have to come out of this [my marginalising 
experience as an asylum seeker in Australia] a better person otherwise it will just 
destroy me' .... So [Nelson Mandela's] view on education is that whole self concept 
... that... they can have you physically but no-one can have you mentally, that 
capacity that you have as a person. No-one can take that away from you, so that's 
something that is there within me where I actually believe it, it's true, no-one can ever 
take that ability to learn ... to be creative sort of thing (Fadzai). 
While Fadzai is here placing a value on education, her central point speaks to the 
innate value — the fundamental importance — of 'having' or defining oneself. In some 
countries from which refugees flee, the embargo on voice is so great that individuals are 
'disappeared' into gaols and torture chambers. Silencing is both a method of control and 
an outcome. With this context in mind, the last bastion of autonomy for a refugee might 
be seen as the capacity to self narrate and self represent. 
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McLaren (2002, p. 142) explains that 'Feminist discussions of naming talk about 
the power that comes from defining one's own experience through language'. We desire 
to own the explanation of ourselves, describe ourselves, and to be understood. While we 
are all subjects in discourses, those who are marginalised by dominant discourses 
experience disproportionate levels of silence and material disadvantage. They are 'spoken 
for' by privileged subjects. The methodology in this thesis is designed as a contestatory 
act - an act which facilitates voice as an act of agency that can bring about different, 
more agentic, understandings of refugee women 'at the centre' (hooks 1984). 
Epistemological considerations — Reflexivity 
In Chapter 3 I outline the central role of feminism and post-structuralism as an 
epistemological framework for this thesis. Agger (1991, p. 117) contends that 
postmodernism and post-structuralism are 'profoundly mistrustful of social sciences that 
conceal their own investment in a particular view of the world'. Similar concerns have 
been articulated by feminist theorists (hooks 1984, Reinharz & Davidman 1992). As 
Garrett (1999) notes 'A key feature of feminist research is the acknowledgement that the 
production of knowledge is a social process in which the researcher herself plays an 
important part (Wolf, 1996; Flintoff, 1997)'. However, feminist researchers themselves 
have not always taken responsibility for our own biased choices and perspectives. For 
this reason, it is important that our (including my) choices as researchers be made plain. 
Reflexivity is the term usually ascribed to the self-interrogation of meanings, 
premised in epistemological and theoretical frameworks, which operate within research. 
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As Fonow and Cook (2005) explain, 
Today, in addition to the researchers' reflections on methods and the subjects' 
reflections on the meaning of experiences under investigation, reflexivity has also 
come to mean the way researchers consciously write themselves into the text, the 
audiences' reactions to and reflections on the meaning of the research, the social 
location of the researcher, and the analysis of disciplines as sites of knowledge and 
production Q7onow & Cook 2005, p.2219) 
Central to the notion of reflexivity is positioning or problematising the researcher 
herself in the thesis. According to Garrett (1999), the feminist researcher needs to 'situate 
herself reflexively in the research account and provide an analysis of the social relations 
undeipinning the research process'. On a practical level, this requires that we connect the 
situation and worldview of the researcher with her choices and practice. I will now speak 
to the ways in which I have engaged in reflexive praxis through this thesis. 
• I have positioned my interest in the topic through a description of my own 
social context. Thus far in Chapter 1,1 have explained the locations in which I 
lived and went to school, and the people with whom I formed relationships, 
which have been central to my interest in social justice, feminism, education, 
and the lives and experiences of migrant and refugee women; 
• The 'nature' of the thesis problem is innately shaped by the theoretical 
paradigm from which it emerges. Therefore in Chapter 3 I position the 
epistemological and theoretical perspectives which inform my framing of the 
specific research problem and my lens for analysis; 
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• Just as no research imperative is value free, neither are the means by which 
'knowledge' in the field is created. I use Chapter 7 to outline the connections 
between my epistemological perspective, and the methods I engage to meet 
my research goals. These include large sections of reflection about the 
epistemological implications of methods and the issue of ethics which has 
special significance in refugee research (see Chapter 7); 
• Littered throughout the thesis is the delineation or definition of key terms I 
use- concepts such as refugee, social justice, discourse, representation, 
feminism, and 'the subject'. In line with a post-structural perspective, I 
understand that there is no 'taken for granted' meaning for these terms, but 
rather a socially constructed, positioned one, which I adopt or deploy; 
• Given my focus on representation, I outline key debates around the 
representation of refugee women in policy (see Chapter 4). In particular, 1 
consider implications of current representational frameworks not just in 
relation to government policy (see Chapters 4 and 5), but also in relation to 
my own work; and 
• The thesis is premised on a view that education is meaningful, and so Chapter 
2 explicates the presumptions behind this view. 
Foundational to the thesis is my concern to centre women's voices. Some may 
look at the thesis overall and consider that women's words do not constitute a substantial 
part of the thesis. In response, I would offer the following reflections: 
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A thesis entails particular academic requirements which, in the 
epistemological framework I have adopted, demand high levels of reflexivity 
and explanation. In a paradigm of representation, meanings must be made, 
explored and outlined. I have made every effort to balance meeting these 
demands with privileging the voices of the women: 
o I have included reference to refugee women's voices from the 
literature when defining key terms in Chapter 4; 
o I have devoted Chapter 6 to a description of the refugee journey from 
women's perspectives and again have made every effort to draw on 
refugee women's voices through quotations from the literature; 
o The concerns of refugee women about the practices of researchers 
have heavily informed my attention to ethical issues in research in 
Chapter 7; 
o Chapters 10 and 11 in their entirety (and Chapter 12 in part) are 
devoted to a discussion of the interview feedback , and 
6 1 have made a conscious choice to use the term 'feedback' instead of a more traditional term such 
as 'data'. I understand this choice as signalling an acknowledgment of the dialogical nature of the interview 
process, while it is also an indicator of my views about the importance of subject centeredness. 
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o The education theory work undertaken in Chapter 3 constitutes a direct 
response to the themes which arose from the women's feedback during 
interview. 
I will turn now to the role and structure of each chapter. 
Chapter Synopses 
In Chapter 2 I place my representational concerns in a theoretical and policy 
context. I begin by outlining the parameters of Foucault's (2002a) notions of 
representation in discourse, and proceed to explain the ways in which privileged 
representations of marginal groups is a social justice concern (Choules 2007). I then 
position this discussion in a policy context, arguing that government has a discursive 
investment in representing social policy subjects as problems to be fixed (Edelman 1988, 
Bacchi 1999, Marston 2004). I explain the discursive techniques by which such 
representations are commonly propagated (Baker & McEnery 2005, Poole 2006) and 
illustrate their material effects through the example of government responses to asylum 
seekers in Australia. Finally, I narrow my policy focus to the field of education. Bringing 
my views on education and social justice to the fore (Luke & Gore 1992, Freire 1993, 
hooks 2003, Giroux 2004), I argue that 'an education' can facilitate particular positive 
material outcomes for participants. For marginal subjects, it has the capacity to bring 
about certain conditions for freedom and autonomy. This, I argue, is why it is important 
to examine and contest dominant representations of refugee women in education policy. 
Chapter 3 outlines the epistemological framework of the thesis. It includes the 
theoretical tools I engage to articulate, interrogate, and respond to the problem of 
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representation with which I a m concerned. Drawing in particular on the work of Foucault 
(2002b), and on feminist readings of his work (McLaren 2002, St Pierre 2004), I employ 
the concepts of discourse, representation, and power through which to problematise 
representations of refugee women, and through which to consider ways in which those 
dominant representations might be challenged. Foucault's (1980) concept of 
'disqualified' or 'marginal' knowledges underpins my methodological approach for 
contesting dominant representations. 
Foucault's theorisation of the subject, and feminist readings of his work, shape 
my concerns about representations of refugee women in education policy, and shape the 
framework for analysis of my interviews with refugee women in Chapters 9 and 10. 
Engagement with the interview feedback precipitated a return to the literature, and my 
focus on the work of three theorists who centre the relationship between education and 
agency in the subject — Olssen 2005, Foucault 2000b, and hooks 1989; 2003.1 provide 
an overview of these theories in preparation for the analytical work I undertake in 
Chapters 9 and 10. 
In Chapter 4 my specific concerns about representations in settlement policy are 
situated in the broader discursive environment of law and policy relating to refugee 
women (Olssen, Codd & O'Neill 2004). I begin this chapter by defining my use of the 
term 'refugee' and proceed to explain the ways in which representations of refugee 
women in law and policy have been exclusive, marginalising, and disempowering of 
those women. To illustrate the link between these representations and their material 
effects, I point to the example of refugee women's invisibility under the Convention and 
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the link between 'victim' style representations in settlement mental health services and 
consequent models of practice. I articulate a tension for feminist researchers in balancing 
the description of refugee women's negative circumstances with a representation of the 
complexity of their subjectivities. I position my work amongst a growing body of 
educational research that centres refugee women's voices, and explores the possibilities 
for agency in representations of their subjectivities. 
Having explored the operation of representations of refugee women and their 
material effects at the 'macro' policy level in Chapter 5,1 turn to the specific location of 
representations in Australian settlement education policy. Like the previous chapter, I 
illustrate the ways in which this policy problematises its subjects and consider the 
specific implications of this for refugee women. I look to the educational purposes 
espoused for policy subjects, and explore these purposes in their local, historical 
Australian context. Drawing on a series of government policy documents and interviews 
with a number of settlement education co-ordinators, I develop a picture of the 
problematic educational (social policy) subject (Marston 2004) and consider the ways in 
which this representation may invisibilise or marginalise refugee women's experiences. It 
is the combined negative impact of representations at the 'macro' and 'local' policy 
levels which constitute my motivation for seeking alternative representational 
perspectives. 
Chapter 6 draws attention to the discretely gendered nature of the refugee 
experience and its impact upon women's educational lives. Having used Chapters 4 and 5 
to explain the ways in which women's experiences have commonly been rendered 
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invisible or marginal in dominant legal and policy discourses, I undertake the important 
task of trying to illuminate and make sense of those experiences. This alternative sense-
making constitutes important contextual work for understanding the material impacts of 
policy representations and for the analysis I undertake in Chapters 9 and 10. Given that 
persecution is at the heart of the Convention definition, I begin Chapter 6 with a focus on 
the issue of gender-based persecution (GBP) and violence in home countries, during 
transition, and after settlement. I also speak about the experiences refugee women have of 
education in these locations, including the impact of the gendered refugee experience on 
their participation in education at settlement. 
Chapter 7 is concerned with the details of my methodology. I begin by drawing a 
connection between epistemology, methodology, and the methods used in the thesis, 
again drawing heavily on feminist and post-structural sources. Having nominated an 
appeal to marginal voices as the means by which I plan to interrupt dominant and 
negative representations of refugee women, I describe my use of face to face, in-depth 
interviews with nine refugee women to precipitate a conversation about education's 
purposes. In this chapter I address methods of data organisation and 'coding' and provide 
some demographic information about participants for use in upcoming chapters. I also 
engage with a number of current debates in refugee research, including the question of 
rigour in methods and the evolving meaning of ethics. 
Chapter 8 operates as an introductory or background chapter to the discussion in 
Chapters 9 and 10.1 construct a brief biography of each woman (drawing on the 
interviews), which are primarily centred around aspects of the women's educational 
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stories. Finally, as a precursor to m y focus on representational themes in Chapters 10 and 
11,1 offer a short illustration of the ways in which the women's agency operated in their 
educational lives. 
In Chapter 9 I explore two of the key themes that arose during interviews — these 
are the importance of 'quality of life' and 'empowerment' to the women. First, I 
demonstrate that the interview participants emphasised certain 'quality of life' outcomes 
which they imagined education should facilitate. These included meaningful work, 
meaningful engagement in life roles, and material safety and stability. The second theme 
was 'empowerment'. I draw on the theory discussed in Chapter 3, in relation to education 
and agency, to explore education's role in facilitating 'capabilities for freedom' (Olssen 
2005), and 'voice and visibility' (hooks 1989). These themes indicate the importance to 
the interviewees of education's role in facilitating a form of critical citizenship7 and the 
conditions for agency. This view culminates in the highly focused exploration of 'care of 
the self in Chapter 10. 
7
 In Chapter 5 I outline the parameters circumscribing use of the term 'citizenship' in Australia's 
migration policy environment of integrationism. This concept of 'citizenship', promoted strongly and 
especially under the leadership of former Prime Minister John Howard, is closely connected with a set of 
dominant Anglo-Australian values which Howard introduced into a Citizenship Test and a 'Values 
Statement' (which all new migrants are required to sign). This perspective on citizenship contrasts with the 
views expressed by the women participating in my interviews, and with my own views, about a more 
critical and cosmopolitan form of citizenship which, in my case, is informed by the writings of Benhabib 
2005; Castles 2005; Olssen, Codd & O'Neill 2004; Torres 2006; and Tsolidis 2001, 2010 
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Chapter 10 crystallises the women's views that education could and should have 
multiple and complex purposes in society, which extend beyond purely instrumental 
imperatives. Importantly, they understood their o w n self-development, not only as useful 
for themselves and attaining their o w n goals (including, for example, goals of material 
stability), but also (as I articulate it, drawing on Foucault's language 1990c) an ethical act 
of agency in relation to community. I use 'care of the self (Foucault 1990c) as a 
framework for examining these particular perspectives. During their interviews, the 
w o m e n drew a link between coming to 'know' themselves, and developing or actualising 
themselves as an ethical act of citizenship. They saw education as linked with civil 
society (through engendering greater levels of knowledge and less ignorance), and as a 
vessel for developing skills through which individuals could explore their potential in the 
service of both themselves and community. 
In Chapter 111 revise the concerns about representation outlined in Chapters 1 to 
6 and the methods by which 1 proposed to challenge those representations. I discuss the 
practical effect of the methodology, which entailed centring marginal voices at the 
foundations of educational debate and reflect on the impact of this strategy as a tool for 
contesting dominant representations. Based on the examples of new approaches to policy 
and service work with refugees that I outline in Chapter 4, and the outcome of m y own 
interviews, I argue that there is a compelling case for refraining policy development and 
categories through the meaningful engagement of marginal voices on questions at the 
foundations of policy discourses. Further to this, I reflect on the interview feedback and 
the theoretical tools used in its analysis and attempt both to interrogate the theory against 
the data, and the data against the theory. In this chapter, I offer a more explicit 
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consideration of the findings from m y interviews and their implications for 
representations of refugee women. Finally, I reflect upon the implications for policy of 
these findings about representation. 
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CHAPTER TWO 
THE REPRESENTATION OF MARGINAL SUBJECTS IN POLICY AS A TOPIC 
OF SOCIAL JUSTICE INTEREST 
Introduction 
In this chapter I outline the significance of 'representation' as an issue of 
importance in social justice research and, in particular, to this project on refugee women 
and education policy. Foucault (2002a) provides the theoretical lens through which I 
understand the operation of representation (Foucault's ideas are dealt with more 
thoroughly in Chapter 3). Central to my point in this chapter is that the subjects of 
discourse experience certain material effects as a consequence of their discursive 
representation (Foucault 1980, p. 193). In particular, negative and limiting representations 
of marginal subjects in dominant discourses can transpire into negative and harmful 
material effects for those subjects8. Representation is therefore a topic of social justice 
import. 
8
 This is not to say that such representations are accepted by the marginal subjects of dominant 
discourses, such as refugee women. Indeed it is a key premise of this thesis that counter representations 
operate in many locations. With respect to my own work, I have outlined in Chapter 1 where and how 
refugee women's voices and perspectives are incorporated in this thesis. 
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I focus m y exploration of representation in the area of government policy making 
because of its particular material effects. My interest is in the ways that marginal subject 
positions are re-instituted through representations made in government social policy 
making, and some of the techniques in discourse that bring this about. Foucault (2002a) 
theorises that no 'natural' connection exists between representations and their 
objects/subjects. This raises the question of how and why particular representations 
transpire in particular locations. My social justice perspective leads me to an interest in 
the role played by those privileged in dominant discourses (Choules 2007) in reproducing 
discourses that marginalise certain groups, especially refugees and refugee women. I 
focus attention on the investment by political candidates in (re) election, and their need to 
illustrate effective action, sometimes in response to marginal social groups they represent 
as problematic (Marston 2004). In these contexts, representing the 'problem' is a pivotal 
location of power (Bacchi 1999). 1 interrogate techniques of discourse that bring about 
these representations (Baker & McEnery 2005, Poole 2006), especially through the 
media, arguing that the repeated privileging of government and media representations 
over the voices of marginal subjects creates a 'straw person' or silencing effect. 
I narrow my representational concerns to the site of education policy, arguing that 
particular material effects can transpire for the subjects of education policy. Because 
education can confer on participants particular life opportunities and outcomes, and 
because it can increase conditions for freedom (Foucault 2000c, p292), it is an important 
9
 An explanation of the 'Straw Person' effect is provided at page.43 
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site of representational focus from a social justice perspective. Having illustrated the 
importance of representation as a social justice issue in this chapter, I foreshadow 
attention in Chapter 3 to explaining the importance of marginal voices for interrupting 
dominant representations of refugee women in policy. 
Foucault and Representation 
Foucault (1988a, 1990c, 1995) contested the dominant metaphysical notion of a 
continuous, teleological history, and, in particular, the notion of an innate link between 
subjects/objects and their representations (their articulations through signs in the form of 
language or graphics) (Foucault 2002a, 2002b). Instead, he conceived of historically 
situated 'subjects' within particular 'discourses' — discourses that could be contested, 
but not escaped. In such a paradigm, there is no unified, 'real' iteration of an 
object/subject — that is, representations constitute the reflection of our discursive 
engagement with such things (Foucault 2002a). Representation remains a pivotal tenet of 
Foucault's thought because it centres our role in imagining or thinking about things in 
contrast to any innate quality of the 'thing' itself. 
The mechanics of Foucault's theories on representation and discourse are 
contained, respectively, in The Order of Things (Foucault 2002a) and The Archaeology of 
Knowledge (Foucault 2002b). I speak more extensively to the relationship between 
discourse, power/knowledge, and the subject in Chapter 3.1 will limit my reflections on 
Foucault, at this point, to some comments about discourse, representation, norms, and 
materiality as they relate to articulating a link between social justice and the 
representation of refugee women in policy. 
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Through his emphasis on discourse, Foucault (2002a) dismissed the notion of a 
fundamental 'common sense' between objects and their representations. Instead, he 
privileged the concept of 'norms' — a sets of beliefs, values and ideas which appear as 
'common sense' through the dominance of particular societal discourses. Here, Foucault 
theorises that any relationship between objects/subjects and their representations (which 
might historically have been understood as 'innate') reflects the operation of 'norms' in 
the dominant discourse. Any relationship between 'signs' and their meanings, according 
to Foucault (2002a, p.74) is 'imagined'. Thus, for example, where white westerners might 
have historically articulated an 'innate' link between black skin colour and inferiority, 
danger, and negativity, Foucault sees the consequence of an historically located, 
hegemonic discourse among white westerners that encourages such a reading in relation 
to a set of privileged norms. 
The concept of norms is central to discussions about social justice and 
representation. Indeed, representations of subjects within discourse as 'authoritative' or 
'marginal' are affected by their reading against norms that prevail in the dominant 
discourse. By theorising that things are 'represented' (rather than that they simply 'are'), 
Foucault opens the door to an interrogation of the way in which power shapes knowledge, 
and knowledge shapes power (Foucault 1980). Instead of being consequent to any innate 
problem, difficulty, or characteristic of the marginal themselves, Foucault understands the 
positioning of marginalised groups as the consequence of a representation made by 
privileged groups and their norms in a discursive power/knowledge dynamic. Positioning 
marginality as a product of hegemonic representation enables an examination of the 
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techniques used among both privileged and marginalised groups to perpetuate that 
representation. 
While representations exist within discourse, Foucault did not dismiss the 
existence of experience and materiality. Foucault recognised that representations within 
discourses had material effects (Foucault 1980, McLaren 2002): 
I do not mean to say, however, that truth is therefore absent. It seems to me that the 
possibility exists for fiction to function in truth, for a fictional discourse to induce 
effects of truth. . .(Foucault 1980, p. 193). 
It is the impact of negative material effects on those occupying marginal subject 
positions that is of particular concern to social justice activists and researchers. 
Social justice, representation, and problematising privilege 
In conceptualising social justice, I draw heavily on the work of Choules (2007) 
who centres questions of representation in relation to the social justice subject. Choules 
(2007, p.463) characterises the struggle for social justice as 'the challenging and 
changing of structural and systemic injustice in which certain groups are singled out for 
less favourable treatment and others are privileged' (Choules 2007, p.463). The type of 
'change' she envisages working towards is: 
a society committed to equality of (negotiated) outcomes for all in which power and 
resources are equitably distributed and nobody is excluded from full participation in 
society on the basis of factors such as gender, religion, ethnicity, socio-economic 
group, nationality, ability/disability, or sexuality (Choules 2007, p.463). 
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Within a discursive paradigm, social justice does not constitute a unitary, 
Enlightenment style goal. Instead, it performs a motivational function, acting as 'a 
Utopian vision for the world, a process or way of being in the world' (Choules 2007, 
p.463 drawing on Bell 1997). As Choules (1997, p.463) explains, 'Knowing that it is 
unattainable, the vision [of social justice] nonetheless engages the optimism of the spirit' 
(Choules 2007, p.463). While social justice might not be a unitary 'goal', it can certainly 
be constituted of multiple goals. These goals may be continuously re-thought, co-
structured, and mediated within a discursive field of limitation and possibility, where 
transformative acts and material outcomes are both possible. 
Importantly, with respect to the issue of representation, Choules (2007) draws a 
connection between the role of privilege in representing social justice subjects and the 
continuing marginality of those subjects in dominant discourses. For example, she argues 
that social justice discourses of charity and human rights have been complicit in 
perpetuating the very social justice inequities that their propagators claim to deplore. As 
she notes, 
a charity discourse is a 'business-as-usual' view that tinkers at the edges of injustice 
leaving the underlying system in place. A discourse founded on human rights has the 
potential to challenge systemic injustice at a much deeper level but has been translated 
by many in a way that leaves such systems untouched (Choules 2007, p.463). 
Choules' genealogy of the social justice subject speaks to the role played by 
privilege in perpetuating marginality. It illustrates the danger of leaving the desires of the 
privileged in society — even well meaning privilege — uninterrogated. Her endeavour 
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renders salient the postmodern imperative that w e render our 'emancipatory reason... 
vulnerable to interrogation' (Lather 1991, p.44). 
Choules' (2007, p.471) problematisation of the privileged gaze in the social 
justice field has direct relevance for refugee policy environments. The charity discourse, 
which conceives of social justice subjects as 'subjects to save' or subjects requiring 
benevolence, can be observed in refugee policy environments. As Mayer-Rieckh (1993, 
p. 13) notes, 
Labels such as 'refugee' look inevitably natural and benevolent in the way they are 
constructed in the area of relief, and policy practices in response to this label are 
seldom questioned; on the contrary, they evoke notions of altruism and charity. 
So, too, human rights discourse, which is premised on a concept of 'equity', is 
problematic in its representation of refugee women. The universal subject of human 
rights is measured against a dominant male norm that can invisibilise or marginalise 
women's experiences (MacKinnon 2006). Evidence of this is to be found in typical 
readings of the Refugee Convention (UNHCR 1996) which have not recognised gender-
based persecution (GBP). Additional 'Guidelines' and judicial interventions have been 
required to render visible women's discrete experiences of persecution (see Chapter 4). I 
explore the manifestations and material effects of these representations for refugee 
women in Chapters 4 and 5. 
Suffice to say here that my concern with dominant representations is the way in 
which they locate 'the problem' to be solved with social justice subjects. That is, the 
representation of social justice subjects, such as refugee women, through discourses of 
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charity and human rights, vest 'the problem' to be fixed with those subjects. Further, the 
manner in which that 'problem' is represented contains an inherent 'logic' about the 
solution that might be applied (Bacchi 1999). I will next explore the operation of these 
representations in government policy. 
Representations of marginal subjects in government policy 
If we accept that an important element of social justice work is exploring the 
operation of dominant representations (Choules 2007) in places with material 
consequences for marginal subjects, then it is useful to reflect on the ways in which 
marginal subjectivities are inscribed and re-inscribed10 through dominant government 
policy discourses. Government has responsibility for resource allocation, program 
development, and social support, while political oppositions have considerable influence 
over these processes, especially during election years. Educational policy (to which I 
speak during the next section of this chapter) is of special interest because of the 
opportunities of access and participation, support and resources, it can bestow upon 
policy subjects. 
In addition to its responsibility for allocating material resources, government 
enjoys significant symbolic power (Bourdieu 1991). As Bourdieu (1991) explains it, 
symbolic power is, 
10
 For the remainder of the thesis, I use the term 're-inscribe' as shorthand for a process through 
which subject positions and relations of power are continually instituted and re-instituted. 
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the power to constitute the given by stating it, to act upon the world by acting upon the 
representation of the world (Bourdieu 1991, p.148). [Symbolic power] is defined in 
and by a definite relation that creates belief in the legitimacy of the words and of the 
person who utters them, and it operates only in as much as those who undergo it 
recognize those who wield it (Bourdieu 1991, p. 148). 
Because of its symbolic power, government representations of policy problems 
(including particular social groups) commonly prevail (Baker & McEnery 2005). Indeed, 
the opinions of those with greater symbolic power, such as government and the media, 
are privileged over others in a hierarchy of credibility (Baker & McEnery 2005). 
A concern for social justice leads to the question of how marginal social policy 
subjects come to be constituted through dominant discourses, such as government 
policies? Techniques of discourse interrogation, such as Foucault's archaeologies and 
genealogies, provide a useful means for exploring the ways in which marginal subject 
positions are reproduced in particular policy discourses. As an example, Foucault's 
(1988a) early treatise Madness and Civilization illustrates the links between discourse, 
representation and the subject in the field of psychiatry. The mad 'require' psychiatrists, 
psychiatrists 'require' the mad, psychiatrists and the mad 'require' mad houses, and the 
conditions which begat madhouses reflected a new discourse of 'disease' or illness, 
transpiring in a raft of empty leper colonies (Foucault 1988a). In his archaeologies and 
genealogies, Foucault does not look for a theory of personal intent, in the sense that 
traditional theories of power might locate 'the blame' for women's oppression with 
'men'. His perspective encourages an understanding of how subjects are conditioned 
within discourses (Foucault 2002b, McLaren 2002, p.45). 
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While discourse theory is not concerned with 'intent', it is nonetheless premised 
on a notion that we are both conditioned by discourses, and are agents in constructing 
discourses. Because of this, we have various investments in discourses; we can make 
choices (within the boundaries of discourse) as to whether to reproduce or resist 
discourses. Just as psychiatrists have a privileged investment in madness, which 
continually reinscribes a problematic subject group called 'the mad', so I want to argue 
that many western governments in particular have an investment in problematic social 
policy groups that appear to 'require' effective action from government. 
In order to attain or maintain their positions of hegemonic and symbolic power 
(which enables the capacity to affect particular material outcomes), modern democratic 
governments and oppositions must give the appearance of being productive and effective 
(Marston 2004, p.85). Policy is a significant avenue through which government 
politicians in particular can illustrate both their intents and practices as being 'effective'. 
While policy making theoretically includes 'a set of acknowledged steps includ[ing] 
problem and need identification, policy formulation, policy implementation, and 
evaluation' (Hogwood & Gunn 1981 in Pittaway 2001, p.11), critical accounts of policy 
indicate that the ordering of these elements is not necessarily rational, sequential, or 
teleological (Pittaway 2001, p.l 1). Problems do not arise abstractly at the 'beginning' and 
approaches to the resolution of problems are not logically' figured. An interdependent 
relationship exists between policy problems and their solutions (Edelman 1988, Bacchi 
1999), which might be represented in different ways by different policy stakeholder 
groups throughout the policy process. 
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Having a capacity to represent the policy problem is a significant act of power, 
because representations of policy problems contain an implicit diagnosis of the solution 
(Bacchi 1999). As Marston (2004, p.28) (drawing on Edelman 1988) argues 'the real 
power in policy-making resides in the process whereby problems are constructed and 
articulated, since it is through language that we experience polities'. Policy problems can 
be constructed to fit the 'solutions' that are already available and which are consistent 
with prevailing discourses. In these situations, Marston (2004) argues, 
The rationale for.... reforms is constructed retrospectively to suit predetermined 
solutions, while at the same time contributing to the symbolic power of the State 
Government - a competent body of decision makers tackling hard ... problems 
(Marston 2004, p.93). 
More cynically, Edelman (1988, p. 22) suggests that (in order to illustrate their 
productiveness and effectiveness) some governments cast around for problem issues or 
groups about which the public already holds certain fears or reservations, and in relation 
to which it can take 'decisive' action. Responses by the United States (U.S.) government 
to the events of September 11 have been characterised in such a light. Afghanistan and 
Iraq, already of concern to the U.S., were positioned as targets for retaliation (or problem 
solving), rather than Saudi Arabia, Egypt, the United Arab Emirates, and Lebanon from 
which the September 11 perpetrators originated (NCTAUUS 2004). Altheide & Grimes 
(2005, p.620) contend 'The absence of a clear target for reprisals contributed to the 
construction of broad symbolic enemies and goals, for example, Iraq'. Here, particular 
representations of Iraqi and Afghani citizens (both as terrorists and victims) positioned 
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the U.S. response as productive and effective. It is action constituted on a representation 
of facts, rather than looking to facts themselves (Torfing 1999, p. 188). 
Problems which generate social fears ironically create the conditions within which 
governments and oppositions can appear more productive and effective. In climates of 
fear, voting populations look to the strong and decisive rule of the father from 
government, relinquishing requirements for consultation or engagement in return for the 
outcome of feeling safe and protected (Lakoff 2002). Firm courses of policy action, such 
as war, commonly lead to improved popularity ratings for heads of state, as was the case 
for George W. Bush after his contentious election in 2001 (Russell 2006). Thus, 
conditions of fear simultaneously enable the expeditious deployment of a pre-existing 
course of action while delivering the appearance of effectiveness. Such opportunities are 
held at a premium before election times. As I shall discuss in the next section, marginal 
groups of people — people with little symbolic power or social or cultural capital - are 
commonly represented as 'problems to be solved' before an election. 
Marginal subjects as social policy problems 
The social policy 'problems' in relation to which government must be seen as 
being effective commonly take the form of marginal subject groups. As Marston (2004, 
p.3) explains: 
Interrogating the terms that construct social problems involves considering the social 
effects of categories that are employed to describe the 'targets' of policy in the 
privileged social spaces of policy communities and associated research networks 
(Marston 2004, p.3). 
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Marston (2004, p.85) describes the capacity to construct certain subject positions 
as difficult, bad, poor, or wrong as being a 'powerful force for policy action'. In this 
process, marginal subject groups (for example the poor, people with a disability, and 
women) become represented as endemic social policy problems. As I have argued, the 
problem as it is represented implies the solution (Bacchi 1999). A range of consequences 
follow for these marginal subjects of social policy. The effect of unitarily representing a 
group of individuals in relation to a policy problem is that they appear endemically 
problematic in relation to the policy drive (Marston 2004, p.44). Such unitary 
representations negate the complex nature of subjectivities, including the strengths, 
differences, and capacities that subject agents bring to their own worlds. Further, the 
hegemonic representations of governments and oppositions limit the capacity of marginal 
voices to offer a different representation. This is of great concern where government (re) 
election chances are contingent on the existence of the problem group. 
The mass media plays a significant role in deploying representations of the 
problematic marginal groups in relation to government action, such as policy making. 
Like government, large media corporations occupy symbolically privileged positions 
within dominant discourses, and have the capacity to saturate the public imagination with 
hegemonic representations (Herman & Chomsky 1988). Mass media has become 
important for governments needing to sell the merits of social policy: 
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In an era of mass communication, the media play a vital role in distributing signs and 
discourses and mediating policy meanings and cultural beliefs. In a political context, 
policy-making involves anticipating h o w a text will be interpreted in order to 
minimize public resistance to a chosen course of governmental action (Marston 2004, 
p.85). 
Publicists in modern political campaigns illustrate a savvy understanding of the 
operations of media and strategies for dispersing political messages (Hartcher 2009, 
Heilemann & Halpern 2010). This is applied to the representation of particular marginal 
groups as social policy problems. 
Various language techniques (see van Dijk 2001; Weiss & Wodak 2003; Wodak 
2005; Altheide 2004; Altheide & Grimes 2005) can be deployed through media to re-
institute marginal subject positions. Fairclough (1989, p.54) has noted that the effects of 
media power are cumulative, 'working through the repetition of particular ways of 
handling causality and agency, particular ways of positioning the reader, and so forth'. 
Practices of repetition in the media act to normalise government perspectives, even if 
such reports include criticism of government action (Altheide & Grimes 2005). 1 have 
argued that marginality is effected through representations of the marginal against 
dominant norms. Language practices that emphasise the differences or divergences of the 
'marginal' from dominant social and cultural norms are common to governments and 
oppositions seeking to establish marginal groups as problematic. I draw on collocation 
(Fairclough 1995; van Djik 2001, Baker & McEnery 2005) and 'UnSpeak' as examples 
of these practices. 
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Collocation is a technique in which two or more terms or phrases are placed 
together frequently in order to imply a relationship between them (for example Muslim 
and terrorist). Baker & McEnery (2005) and Clyne (2005) have produced papers 
illustrating the use of collocation in relation to representations of refugees which position 
them as social policy problems, and to which I refer in the next section of this chapter. 
'UnSpeak' (Poole 2006) describes the deployment through media, especially by 
government or political groups, of innocuous sounding terms and phrases which carry a 
strong ideological message. Poole cites 'pro-life', 'climate change', and the 'war on 
terror' as examples of UnSpeak. The neutral, or even positive, sounding aspect of the 
term encourages its rapid and widespread deployment through the media. Its adoption as 
a term of common sense inhibits the articulation of alternative perspectives. As Poole 
(2006) describes it, 
Unspeak does not need to bum dictionaries or invent totally new words to accomplish 
... [manipulation.] As an UnSpeak phrase becomes a widely used term of public 
debate, it tends to saturate the mind with one viewpoint and to make an opposing view 
ever more difficult to enunciate (Poole 2006, p.4). 
Poole's (2006) idea that language undertakes ideological work is not new (Orwell 
1949, Williams 1976), however his point that saturated use of innocuous sounding 
phrases can serve to normalise a set of ideological premises is important to my argument 
about the use of terms that problematise particular social policy subjects. I shall now turn 
to the asylum seeker debate, and illustrate the techniques used by Australian governments 
to represent their policy responses as 'productive and effective' in relation to the 'asylum 
seeker problem'. 
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Asylum seekers as a social policy problem in Australia 
There is a long history of the political representation of migrants and refugees to 
Australia as problematic social policy subjects (Lopez 2000, Tsolidis 2001). Attitudes by 
government and the community towards asylum seekers in particular have been shaped 
significantly by dominant historical discourses about invasion from the north, racial 
protectionism, terrorism, border and protection (Clyne 2005). These attitudes were 
reflected strongly in the policy agenda of the previous conservative government under 
Prime Minister John Howard.11 The Howard government extended and instituted strong 
legal and policy measures in response to the arrival of asylum seekers, especially in 
relation to those who arrived on the Motor Vessel (MV) Tampa and Suspected Illegal 
11
 John Winston Howard is the former Prime Minister of Australia (1996 - 2007), and is 
associated significantly with the strengthening of border protection laws intended to curb the influx of 
asylum seekers to Australia. In particular, Howard oversaw the excision of various Australian territories 
from its official migration zone (in order that Australia did not have to extend its protection obligations to 
arrivals on these lands), and introduction of the 'Pacific Solution', in which asylum seekers were held 
offshore for processing (DEMIA 2005). 
12
 'The Tampa' commonly refers to a national and international incident in which the Australian 
government refused entry to the MV Tampa, a vessel carrying refugees whom it was considered were 
Indonesia's responsibility. On 26 August 2001, Captain Rinnan of the Norwegian vessel MV Tampa took 
the decision to rescue 433 people (mostly Afghani) from a failing vessel close to Christmas Island (just 
outside Australian waters.) At the insistence of a group of passengers, and having determined that some 
onboard required urgent medical attention, Captain Rinnan attempted to reach Christmas Island. 
Consequently, Captain Rinnan took the decision to enter Australian territorial waters, after which the 
government (illegally) deployed SAS troops to board the boat (see North 2001). The Australian government 
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Entry Vessel (SIEV) IV13 right before the 2001 federal election. In the following 
paragraphs I shall illustrate the nature of representations depended upon by the Howard 
government and media reporting during this time, and the ways in which they made 
'common sense' of the 'effective' policy agenda which followed. According to Clyne 
(2005, p. 181), the Tampa incident 'enabled Howard and his senior ministers to present 
themselves as strong leaders in the face of a national threat'. 
During Howard's three terms, practices of collocation and UnSpeak (Poole 2006) 
are evident in the representation of asylum seekers primarily as illegal criminals and as 
undesirable of character (Clyne 2005). The purported criminality of asylum seekers has 
been reinforced through consistent collocation of the terms 'asylum' and phrases about 
illegality through the media. Asylum seekers have been described as 'illegal entrants' 
(Australian Customs Service 1999), 'illegal migrants' (DIMA 2005b), 'queue jumpers' 
(MIMA Media Office 1999), 'unlawful non citizens' (DIMA 2005a) and 'unauthorised 
arrivals' (Ruddock quoted in MIMA Media Office 1999). In fact, anyone seeking asylum 
under the Convention because of a genuine fear of persecution, no matter their mode of 
arrival, is not acting illegally. 
John Howard in particular equated asylum seekers with people smugglers, drug 
traffickers, diseases, and dangerous goods (Clyne 2005, p. 184). His former Minister for 
maintained that the entry of the Tampa was illegal, and that its strong 'border protection' response was in 
the national interest. 
13
 The Suspected Illegal Entry Vessel (SIEV) TV arrived on 6 October 2001 (SSCCMI2002). 
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Citizenship and Multicultural Affairs, the Honourable Gary Hardgrave, characterised 
asylum seekers on the MV Tampa as 'occasional tourists, who have contracted criminal 
elements or crime gangs who are often involved in the transportation of drugs to our 
shores' (Hansard, 30 August 2001 in Clyne 2005, p. 182). Disturbingly, as Hunston 
(2002, p. 199) notes, this frequent collocation of terms about asylum and illegality may 
have the effect of leading 'people to view all immigrations as illegal'. 
The representation of asylum seekers as opportunists is best illustrated in relation 
to the arrival of the SIEV IV, most commonly remembered in Australia as the 'Children 
Overboard' affair (SSCCMI 2002). Asylum seekers on the SIEV IV were accused by 
Ministers in the Howard government of opportunistically casting their children into the 
water in order to gain entry to Australia. An inquiry consequently found that these 
ministers knew the claims to be untrue. Former Minister for Immigration Philip Ruddock 
commented, 'we are not going to be intimidated out of our policy by this kind of 
behaviour' and T regard this as one of the most disturbing practices I've come across. It 
was clearly planned and premeditated' (Ruddock 2002, quoted in Gartrell 2006). 
Ruddock's claims were later repeated by Defence Minister Peter Reith. 
Former Prime Minister John Howard responded to the SIEV IV events through 
the press in the following terms, 
I express my anger at the behaviour of those people and I repeat it. I can't comprehend 
how genuine refugees would throw their children overboard (John Howard, quoted in 
Gartrell, 2006). 
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In this example, the link between representation and material effect - between 
representing the 'policy problem' and implying the effective action required (Edelman 
1988, Bacchi 1999) - is manifest. Ruddock positions the problem as exploitation by 
manipulative individuals of Australia's overgenerous asylum laws. 'Expressing his 
anger', in the role of the 'good father' (Lakoff 2002), Howard re-inforces the importance 
of his government's decisive and productive action in relation to border protection. 
The discourse of fairness (Clyne 2005) is particularly strong in Howard's use of 
the term 'genuine' — which suggests that asylum seekers are disingenuous, deceptive, 
unfair, and manipulative. Howard argues that if the asylum seekers had been 'genuine', 
they would have pursued some other more 'legitimate' strategy for obtaining refugee 
status — presumably applying for refugee status in their own countries (which is not 
always possible). Of particular concern is the implication made by Howard that throwing 
one's children overboard automatically implies that one's refugee claims are not 
'genuine'. 
Howard's language constitutes a 'divisive act' (Foucault 2000e). In referring to 
'those people' and by using the phrase, T can't comprehend', he places the actions of 
'those people' beyond the boundaries of the norm. They are beyond understanding. As 
former Immigration Minister Alexander Downer expressed it, 'Any civilized person 
wouldn't dream of treating their own children that way' (Clyne 2005). Here, the asylum 
seekers are insidiously cast as barbaric, with values antithetical to those of 'ordinary' 
Australians, which are commonly understood as fairness, honesty, mateship and civility 
(Clyne 2005). 
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This representation of asylum seekers as 'un Australian' is especially pervasive in 
the UnSpeak (Poole 2006) of 'queue jumpers', which suggested asylum seekers arriving 
by boat were unfairly causing other refugees to 'miss out'. In fact many countries such as 
Afghanistan do not have a 'queue', and for many asylum seekers, Australia is the first 
country of access that is a signatory to the Convention. Michael Clyne (2006) has labelled 
such language which emphasises the differences between 'us' (mainstream Australians) 
and 'them' (asylum seekers) (Ager & Strang 2008) as 'Words excusing exclusion' (Clyne 
2006). As noted earlier, the representations of asylum seekers as criminals and 
undesirable characters has connected with increasingly harsher legal and policy measures 
in Australia. 
As early as 1992, the Australian Labor Government took steps to tighten 
mandatory detention laws. Latter developments under the Howard Government limited 
work and welfare rights for asylum seekers who made refugee applications more than 45 
days after arrival (Cugati, Lurie & Piper 2002, p.5). Additional to this was the imposition 
of three year Temporary Protection Visas (TPVs) on asylum seekers who were granted 
refugee status, but who arrived by boat or who spent more than seven days during 
transition in a country which might have accepted them (DIMA 2006a, Marston 2003). A 
further legislative change included a narrowing of the definition of 'persecution' as 
interpreted by Australia under the Convention (McKay 2003). 
Following arrival of the MV Tampa (August 2001), Howard introduced the 
'Pacific Solution' which included the excise of various islands from Australia's migration 
zone (AHC 2005) in order to abrogate Australia's protection responsibilities should 
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claimants arrive there. Asylum seekers were transported to detention facilities on Manus 
Island (Papua New Guinea) and Nauru for the determination of their refugee claims. 
Naval patrols were also dispatched under 'Operation Relex' 'to deter unauthorised boat 
arrivals from entering Australian territorial waters' (McLachlan 2003, p.89). 
Howard government concerns about the character issue (DEST 2005, Costello 
2006) resulted in introduction of a Citizenship Test and Values Statement (about which I 
shall speak in greater depth during Chapter 5). All new migrants to Australia, including 
refugees, are required to sign Australia's Values Statement (DIAC 2007a), which 
counsels adherence to a set of unreconstructed values (such as 'equality of men and 
women' (DIAC 2007a, p.2) not open to interrogation by signatories. The Citizenship Test 
poses questions about elements of Australia's legal and political structure, and cultural 
'way of life', to Australian citizenship candidates. It is of note that refugees in Australia, 
as opposed to other migrant groups, fare worst at this test (Jakubowicz 2008), suggesting 
a more 'common' failure at infusing the dominant norm or greater challenges in learning 
the information. These requirements constitute a response to the undesirability of 
character about which I spoke earlier. 
The Straw Person Effect 
The cumulative effect of these media and language practices is to ossify relations 
of power (McLaren 2002, p. 166) which result in the re-institution of particular marginal 
subjects. I want to argue here that a 'straw person' effect is created through the 
deployment of the various language practices so far explained, in relation to local, 
particular, and historical discourses. By 'straw person' effect I mean a representation of 
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the marginal constructed by government and/or media which appears so compelling (to 
the exclusion of other representations, including self-representations), that 'productive 
and effective' government action appears logical. The capacity to question the impact of 
government policy on the embodied subjects of policy, or to consider alternative 
representations of the marginal, is limited by the 'believability' of the government 
representation, and the necessity of government action in relation to it. I should like to 
speak briefly to the 'straw person' effect and its consequences for the marginal subjects 
of social policy discourse. 
Feminist, critical race, and post-colonial theory provides a rich and complex 
understanding of the ways in which women and people of different ethnicities and races 
have been represented within dominant discourses, and the consequences for those 
embodied in marginal subject positions (see bell hooks 1981, 1994b, 2003; Spivak, 1988, 
1990; Trinh 1989; Mohanty, Russo, Torres 1991; Mohanty, 2003; and Collins 1991, 
2006). Post-structuralism's contestation of the unitary and pre-discursive subject and, in 
particular, Foucault's (2002b) imperative to centre locality, particularity, and historicity, 
suggest a more nuanced understanding of representations can be considered than 
traditional models of 'stereotyping', popular in Enlightenment style identity politics. That 
is not to dismiss the cumulative effect of stereotypes within different discourses, but 
rather to suggest that the lens of post-structuralism invites new ways of understanding, 
and indeed of constructing, such representations. 
The introduction of equal opportunity laws, and certain levels of critical media 
analysis in some educational institutions, has led to an increasing electoral understanding 
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of the more overt, unitary stereotypes, perhaps in some ways lessening their usefulness as 
a representative tool. An appeal to multiple discourses creates the sense of a more 'three 
dimensional' representation. For example, the asylum seeker who is Middle Eastern, a 
Muslim, a terrorist, and an opportunistic 'queue jumper', speaks to multiple discourses 
about race, religion, fear, and Australian national values. Further, the embodied subjects 
of these representations are victims of a defaulting logic, which reasons that if one 
marginal element doesn't appeal to an elector as requiring action, then another will. 
The 'straw person' is commonly constructed in relation to cultural myths, as 
manifest in national values. 
Cultural myths form belief systems and are important in guiding both individual and 
collective action. Kemeny (1992, p.87) defines a 'myth' as comprising a 'moral tale' 
or image that is 'symbolically illustrative' of a dominant ideology that is whipped up 
prior to policy implementation. Moral tales act to frame and accentuate the focus of 
the public gaze towards those who, in material terms, are in a less powerful social 
position (Marston 2004, p.92). 
Hendrix's (1988) psychological Imago is a useful metaphor for understanding the 
operation of the 'straw person" as a practice of othering. The Imago constitutes a 
patchwork of familiar - including negative - traits of our original caregivers that we 
superimpose onto a partner. The partner becomes constituted as an artificial projection, 
even as she lives and breathes. We might note a similar practice amongst hegemonic 
institutions that 'create' an Imago of a marginalised or silenced group, drawing on an 
array of perceptions, stereotypes and fears peculiar to the hegemonic context. In the 
silence of marginalisation, the hegemonic 'Imago' takes the place of the oppressed. In 
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this sense, the projection behaves almost like a 'straw person', taking on the 'life' 
afforded it through privileged representations in discourse. 
The Imago can also encompass aspects of the repressed and rejected self- aspects 
of an individual that are 'quashed' by socialisation or that are so uncomfortable or ugly 
that they cannot be seen by oneself, but instead are read onto other people (see also Said 
1978, p.3). Such representations have commonly been read by colonial governments onto 
subjugated communities - for example some white colonial readings of black women as 
'over-sexual' might constitute a projection of the west's puritanical obsession with, and 
rejection of, sex. The Imago also represents unseen, repressed, negative elements of 
ourselves — which again in the patriarchal, colonial context are qualities commonly 
superimposed onto women and people of different races and ethnicities. Pornography 
constitutes a useful example of the 'straw person' effect, whereby representations of 
'unreal' women replace, and are taken to speak for, real women. These straw women are 
preferred, emphasised, and hegemonically 're-presented' by predominantly white men 
occupying privileged positions in the dominant discourse. 
The media enables the more rapid deployment of 'straw effigies' and adds to their 
'stickiness' by elevating the opinions of those with symbolic power in dominant 
discourses. When it repetitively broadcasts representations privileged by government, the 
media is an actor in the reproduction of dominant discourses (Baumgartner & Jones 1993, 
Marston 2004, p.85) and the construction of the 'straw person' effect. As actors in the 
media or government make continuing reference to 'straw effigies', so the agency of 
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embodied subjects as speakers is constricted. The 'straw person' effect renders greater 
levels of silence for the marginal subjects of social policy making. 
Marginal groups have limited power for self-representation in the dominant 
discourse. As Baker and McEnery (2005, p.200) note in relation to refugees, 
The news and UNHCR corpora do not contain texts where refugees and asylum 
seekers as subjects are self-constructing; rather, they have their identities and 
discourses surrounding these identities constructed for them by more powerful 
spokespeople. 
The consequences, or damage, to refugees of discursive practices which silence or 
limit their voices must be understood in light of other silencing experiences in the refugee 
journey. Refugees have fled their countries of origin because of the threat or experience 
of persecution. In particular, many refugees have experienced regimes that seek 
strategically to silence them through torture, disappearance, punishment, threats to 
family, or other techniques of repression (Chester 1992, Kaplan 1998). The settlement 
experience can also exacerbate the experience of being silenced. Of particular interest to 
me is the operation of representations in education policy, because of the important 
material effects that education can confer on participants. 
Representations of marginal subjects in education policy 
Representations in education policy are of social justice interest because of the 
material effects than can arise in/from education. They are important in this thesis 
because settlement education is a primary location through which I explore limiting and 
negative representations of refugee women (see Chapter 5). I wish to argue here that 
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participation in education can lead to a range of positive outcomes, including increased 
conditions for the exercise of agency or liberation. However access to, and the nature and 
quality of, these opportunities are connected to representations or understandings of the 
subject in the dominant discourse. In particular, education is recognised as facilitating a 
range of practical benefits, such as qualification for improved health and job prospects 
(Feinstein et al. 2008), in addition to facilitating particular liberatory goals, such as 
increasing capabilities for the exercise of agency in the subject (Olssen 2005). I shall 
address each of these in turn. 
From a social justice perspective, one significant reason education 'matters' is 
because it is linked with a range of beneficial social and personal outcomes, including 
improved individual health, safety, emotional, and economic life outcomes (Feinstein et 
al 2008). Further, education has been theorised as developing both institutional cultural 
(Marginson 2004) and social (Bexley, Marginson & Wheelahan 2007) capital. Existing in 
embodied, objectified, and institutionalised states, cultural capital is theorised by 
Bourdieu (2006) to bring about particular economic benefits. This is also true of social 
capital, which Bourdieu (2006) describes as the: 
aggregate of the actual or potential resources which are linked to possession of a 
durable network of more or less institutionalized relationships of mutual acquaintance 
and recognition - or in other words, to membership in a group - which provides each 
of its members with the backing of the collectively-owned capital, a 'credential' 
which entitles them to credit, in the various senses of the word (Bourdieu 2006, 
p.110). 
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From a feminist perspective particular social and individual benefits appear to 
accrue from the education of girls and women (The World Bank 2010). The education of 
women correlates directly with lower levels of infectious disease, higher workforce 
participation and higher earnings for women, lower infant and child mortality rates, lower 
maternal death rates, lower birth rates (which can be viewed as positive where this is the 
desire of the individual woman), and greater chances of social mobility, especially for girl 
children (The World Bank Group 2010). While there might not be universal agreement 
about what constitutes educational 'benefits', and how education might or should bring 
them about, an 'education' is nonetheless idealised by many as advantageous, and lack of 
one therefore, disadvantageous. Therefore, the way in which representations operate in 
education, and the way in which such representations mediate access, opportunity, and 
participation, matters. 
The second pivotal material effect of education, which matters to social justice 
researchers and activists, is the capacity for education to increase the conditions for 
individual and social freedoms (Luke & Gore 1992, hooks 1994a). Education has been 
theorised by critical pedagogues, amongst others, as a mechanism pivotal to interrupting 
or dismantling unequal relations of power in society (Freire 1993, Giroux 1991). In an 
Enlightenment framework, the relationship between education and liberation was 
understood as one of 'consciousness raising' — here, education built critical 
14
 In suggesting these benefits from a feminist perspective, I do not mean to imply that there is a 
unified view of what 'positive outcomes' might be amongst feminists (or women), or amongst the 
population in general. 
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consciousness in a 'top down' power equation, consequently creating the conditions for a 
revolution (Freire 1993). Foucault (1980) (as I shall discuss in Chapter 3) theorised a 
different set of conditions for the operations of power, and conceived of liberation in 
relation to freedom from norms (Foucault 2000d, McLaren 2002). 
Foucault's perspectives on power (Foucault 1980) and agency in the subject 
(Foucault 2000c, 2000d) imply a significant role for education in facilitating liberation. 
Institutional education, as a site of mass disciplinary practice, (Foucault 1995) can be 
complicit in the reproduction of dominant discourses and marginal subject positions 
within them (Spender 1992, hooks 2003, Tsolidis & Dobson 2006). However education is 
also a site through which contestatory practices can occur. In particular, education can 
function as a site in which challenges to dominant discourses can occur, and it can also 
enhance the conditions within which agency and resistance of the subject are made 
possible. As Olssen (2005, p.382) notes, 'Foucault would encourage educational policies 
that represent it as a relation of power that develops agency and resistance'. From a 
feminist perspective, there has been significant scholarship on the issue of teaching as 
liberatory practice (Luke & Gore 1992; hooks 1994a, 2003) and on strategies within 
schools and the academy for contesting dominant discourses and the reproduction of 
marginal subject positions (Spivak 1988, hooks 1994a, Yuval-Davis & Werbner 1999). 
In order to be a beneficiary of these positive educational outcomes - liberation 
and other practical advantages - one must be able to access, or access equally, that 
education (which, in addition, is not just any form of education). How one is represented 
against norms in the dominant discourse connects with whether one can access education 
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at all, or access it in an equitable manner. That is, educational opportunities are 
commonly structured in relation to representations of subject participants (hooks 1994a, 
2003; Spender 1992). If particular educational subjects are represented or understood in 
negative or limiting ways, then the types of education policy which apply to them may 
also lead to more educational opportunities which transpire in more limited opportunities 
for freedom and positive material outcomes. 
The concerns of feminist educators regarding the reproduction of gendered 
identities through schools, which bring about the marginal (re) positioning of girls, is a 
case in point (Davies 1989, Yates 1990). Views of sex and sex roles as natural or 
determined (McLeod 2008) have permeated the historical provision of education for 
women and girls. The predominant exclusion of western women from tertiary education 
until 20* century, and the significant limitation of their educational experiences to topics 
deemed relevant for their gender arguably until late last century (Trager 1994), was 
informed by a biologically determinist view of women as 'naturally' different or inferior 
(Gould 1996). When greater entry to the workforce transpired for women in the decades 
after World War II, middle class women in particular were understood as suitable for 
particular 'vocational' professions such as secretarial work, nursing, and for those women 
with education, teaching (Whitehead 2007). Feminist educational theorists have 
explained that this representation of women as 'different' equated with, and re-instituted 
a notion of them, as lesser and inferior (Davies 1989, Spender 1992, McLeod 2008). 
A strong relationship exists between representations of marginal groups in the 
education system, and the resources, opportunities, and treatment offered them. The re-
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marginalisation of girls and w o m e n in education has been effected through a range of 
practices, for example through their under-representation in mainstream curriculum 
materials and attention afforded to them by teachers in the classroom (Spender 1992). 
There is an historical legacy of girls' encouragement into and participation in the 'soft 
subjects' in schools (McLeod 1990). These 'choices' commonly lead to lower paying 
work, as opposed to the encouragement of boys into the 'hard sciences' (deemed to 
reflect boys' greater intelligence, and attracting higher status and higher paid work). 
The correlations that are drawn between 'natural' biological characteristics (for 
example, women are less clever) or social circumstances (for example, poor people are 
less clever) and the education deemed 'natural' to those categories, occurs in ignorance or 
disregard for the way representations are constructed through discourses. For example, it 
has been noted that students determined as 'more able' are commonly allocated higher 
quality tasks (Oakes 2005), better quality resources, teachers and opportunities, which 
increase their chances of success. Further, there is more emphasis on behavioural 
management, and less on critical thinking tasks, in lower streamed classrooms (Oakes 
2005). In this sense, the teachers of Tess able' students condition their teaching practices 
to accommodate Tower capacity', rendering Tower achievement' a likely outcome. 
Research also indicates that students can internalise the label attributed to them, and 
perform accordingly (Arnott & Rowse 1987, Oakes 2005). Here, Foucault's (1995) 
concept of disciplinarity is at play. Practices in the dominant discourse facilitate 'self 
discipline' by students to the norms against which they are represented. Representation 
shapes outcomes. 
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Refugee women, education, and life outcomes 
The reproduction of negative outcomes for the marginal subjects of education 
translates into reduced and less desirable job prospects for them, poorer material 
conditions, and ostensibly greater limitations in exercising choice and agency in relation 
to their lives. While it is difficult to come across data discrete to refugee women, we 
know that such women face a range of employment related barriers including barriers to 
entry (Lamb 1996), underemployment (Iredale 1992, Colic-Peisker & Tilbury 2007c) and 
discrimination in the workplace (Iredale & D'Arcy 1992, Singerman 1992). We also 
know that migrant women (of whom refugee women are a subset) generally have poorer 
levels of English than their male counterparts (ABS 2008), and there is anecdotal 
evidence of markedly lower participation rates in higher education by refugees than the 
population generally (Ben-Moshe, Bertone & Grossman 2008). We also note the limited 
representation of women (DFAT 2008), migrants and refugees (Hollander 2003), in the 
Federal and State parliaments, and the poor representation of women in senior decision 
making, board, and executive roles in Australia (DFAT 2008, Dowling 2009). 
While I would in no way argue a deterministic relationship between education and 
participation in such roles, we do know that social discourses about race and gender play 
a significant part in shaping and often limiting women's opportunities (Bertone 2008). 
Education might be understood as a form of capital (Bourdieu 2006) or currency that 
facilitates opportunities for participation in the public sphere, including better work 
opportunities, and the cultivation of skills, networks and opportunities which increase the 
likelihood of representative participation. 
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The gendered aspect of refugee women's identities contributes to a significant 
element of their disadvantage. Feminist research has alerted us to women's inequitable 
access to, and discriminatory treatment in, education generally (Wollstonecraft 1792; 
Spender 1980, 1992). In particular, girls in developing countries (from which many 
refugee groups escape) 'continue to be systematically more disadvantaged than boys 
solely because of discrimination by gender' (Muller 2000). The link between women's 
educational disadvantage and the feminisation of poverty is firmly established (Demir 
2003, p.4), with some research on refugee w o m e n highlighting the importance of 
education in relation to economic and micro economic measures (Martin & Copeland 
1988). The w o m e n interviewed for this study were acutely aware of the disadvantages 
lack of education, or inequality of education, conferred on w o m e n and girls. Indeed, the 
Women's Commission for Refugee W o m e n and Children ( W C R W C ) has commented in 
various reports (Heninger & McKenna 2005, McKenna & Perlman 2006) on women's 
and girls' disproportionately lesser access to education, especially in camps (see Chapter 
6 for greater detail on this topic). 
Settlement education, as the site of first educational exposure in Australia for 
most refugee women, confers its o w n unique outcomes upon participants. Like other 
policy sites, settlement education can create for participants a series of potentially 
improved life outcomes. It also offers possibilities for the instrumental reproduction of 
normative subjects, or the creation of conditions which enable self-authorship, 
contestatory practices, and choice. I explore a more specific connection between 
representations in settlement education policy and material effects for refugee w o m e n in 
Chapter 5. 
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Conclusion 
In this chapter I have described w h y I think representation is central to a social 
justice project about refugee women and education. Using Foucault (1980), I have argued 
that there is a link between representations of marginal subjects in discourse and negative 
material effects for them. Given Foucault's (2002a) view that no 'innate' link exists 
between representations and their subjects/objects, and my concern about the marginal 
subjects of social policy, 1 turn my eye to the role of 'privilege' (Choules 2007); that is, 
of government and other actors privileged by the dominant discourse in representing 
marginal policy subjects as problematic (Marston 2004). 
I argue in this chapter that politicians in government and opposition maintain a 
particular interest in representing certain social policy groups as problematic because of 
their investments in electoral success. (Re) election depends upon an appearance of 
government (or oppositions) as productive and effective managers. 'Effective' 
management is commonly illustrated in relation to 'problematic' social groups. In this 
context, framing the problem is critical to inferring the productiveness of the solution 
(Bacchi 1999). 
Drawing on the example of Australian government discourse around asylum 
seekers, I describe particular techniques of language and media that have been used to re-
institute a problematic notion of asylum seekers. I label the dominance of government 
and media representations of marginal subjects, over the voices of real individuals, a 
'straw person' effect. Government action is represented as 'effective and productive' in 
relation to a 'straw person'. This foreshadows concerns I raise in Chapters 4 and 5 about 
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the link between policies which represent refugee w o m e n as victims, inefficacious, or in 
need of fixing, and the 'effective' solutions designed in response to them. Such 
representations, and their solutions, re-institute these women's marginality and silence. 
I conclude this chapter by locating my concerns about representation in the field 
of education policy. Arguing that participation in education confers on participants 
particular material effects, I explain why an understanding of negative or limiting 
representations of refugee women in this field is of social justice importance. 
In Chapter 3,1 outline the epistemological and theoretical foundations informing 
my concerns about representations and their material effects. My perspective on 
representation is informed by a feminist reading of Foucault, who conceives of the 
subject as both constituted by, and agentic within, discourse (McLaren 2002). Those 
subscribing to an agentic view of the subject are necessarily concerned with 
representations of refugee women that emphasise ineffectual (Johnson 2006) and 
charitable (Choules 2007) victimhood. While Foucault has been the subject of 
considerable feminist ambivalence (McLaren 2002), I have been strongly persuaded that 
his theorisations of discourse, power, and the subject have much to offer social justice 
projects of change. 
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CHAPTER THREE 
THEORETICAL FOUNDATIONS 
Introduction 
My work in this thesis is heavily informed by feminist readings of Foucault 
(Sawicki 1991, McLaren 2002, St Pierre 2004). I use this chapter to outline the ways in 
which these theoretical elements connect with pivotal aspects of my thesis. My framing 
of the problem — that is, the concerns I raised in Chapter 2 about marginalising 
representations of refugee women and their negative material effects (Foucault 1980) — 
are shaped by Foucault's (2002a, 2002b) perspectives on discourse and representational 
norms. My proposal for interrupting these dominant representations through recourse to 
marginal voices (Foucault 1980) stems from Foucault's (1990a, p.82) 'analytics of 
power'. 
In the context of Foucault's analytics, marginal knowledges (Foucault 1980) can 
play an important role in challenging dominant discourses and have constituted an 
important element of much feminist research (hooks 1981, St Pierre 2004). My purpose 
in speaking to refugee women on the margins was, 'to contradict meanings and to 
produce new discourse' (Sanguinetti 1999, p.63). Of special importance to many feminist 
theorists of Foucault who are interested to contest dominant understandings of traditional 
identity categories such as sex and gender is his theorisation of the subject (Butler 1993, 
2006; McLaren 2002; St Pierre 2004). Foucault's (1985, 1990c) later 'ethical' works are 
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concerned with 'techniques of the self which indicate a view of the subject as agentic 
within discourse. Foucault's theorisation of the subject is central to the analytical 
perspective taken in my thesis. 
I begin this chapter with a brief overview of feminism, and speak to the 
possibilities and limitations of post-structuralism for feminist projects. I then turn to the 
work of Foucault, exploring his concepts of discourse and representational norms, power, 
and the subject. I bring to these a critical feminist reading and an explanation of the way 
in which each concept links with my key aspects of my work. Foucault's (2002a) 
perspective on representational norms informs my framing of the concerns about refugee 
women, his views on power suggest a method for interrupting those dominant norms, and 
his theorisation of the subject offers a framework for analysing my interview feedback 
'from the margins'. Ultimately, it is the issue of agency that informs my concerns about 
current dominant representations of refugee women and which characterises the 
contestatory account arising from the margins. 
In the introduction to the thesis I expressed a commitment to reflexivity in my 
work. This extends to my engagement with the interview feedback. During the 
interviews, themes about education and agency arose which precipitated my return to the 
literature in order to consider various analytical frameworks. Ultimately, I have drawn on 
Foucault's (1990c) 'care of the self, Olssen's (2005) 'capabilities for freedom', and 
hooks' (1989) notion of 'voice' (through what hooks terms 'talking back') to make 
meaning of the interview feedback. I elaborate on the significance of these theoretical 
perspectives in the section where they are discussed. In the remainder of this chapter, I 
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provide a theoretical overview of these perspectives for later use in the thesis. In this 
sense there is a doubling back — a presentation of theory that is responsive to the 
comments from interviewees that appear in Chapters 9 and 10, 
Feminism, postmodernism, and post-structuralism 
Feminism 
According to McCann and Kim (2003, p.l) feminism 'usually refers in its most 
general sense to political activism by women on behalf of women.' This activism is 
premised on a notion that women are disadvantaged or oppressed within a community 
that privileges male perspectives and outcomes advantageous to men. Movements of 
feminist activity in the West are commonly described in terms of 'waves' and it has been 
argued that the second wave feminism (beginning in the 1960s) led to significant changes 
in community consciousness about, and improvements to, women's work and 
reproductive rights (Faludi 1991, Steinam 1992). Pivotal to feminism is its identity as a 
movement of action, driven by a concern to effect change in the everyday lives of women 
(Jackson & Jones 1998). For this reason, much feminist theory has been focused on 
praxis (Luke & Gore 1992, Ellsworth 1992, hooks 1994a, MacKinnon 2006) defined as a 
'synthesis of critical, self-reflective thought with concrete actions' (Penn 1997). 
The causes of women's disadvantage and oppression are not always agreed upon 
(McCann & Kim 2003, p.l). In 1989 Rosemary Tong (1989) delineated a typology of 
'feminisms' — liberal feminism, Marxist feminism, radical feminism, and social 
feminism — that positioned the fundamental reasons for women's oppression in 
different, but singular, theoretical locations. These predominantly Enlightenment style 
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feminisms understood a unitary subject — w o m a n — existing in a top down relationship 
with another unitary subject — men. Post-structuralism (including Foucault's writings, 
upon whom I draw in this thesis) posed a significant challenge to pivotal Enlightenment 
conceptualisations of history (as a grand narrative), power, and the subject. The 
influences of post-structuralism can be noted in significant developments in feminist 
theory (Butler 1993, 2006; Irigaray 1993; Kristeva 1980), however the work of scholars 
associated with post-structuralism has also been met with scepticism by some feminists 
(McNay 1991). In practice oriented disciplines such as education, where 'praxis' is a key 
consideration, the question of post-structuralism's usefulness has sparked significant 
debate (Davies 1997, Francis 1999, Jones 1997, Luke and Gore 1992, St Pierre & Pillow 
2000, McLeod 2008). Before turning to the detail of Foucault's relevance to my work, it 
is useful to outline some of post-structuralism's implications generally for feminism. 
Postmodernism and post-structuralism 
Postmodernism is commonly cast as a broad term capturing a cultural and arts 
Zeitgeist emerging in New York the 1960s. According to Sarup (1993, p.xi) if is a 'useful 
term designating a profound mutation in recent thought and experience' (Sarup 1993, p 
130). Lyotard's classic The Postmodern Condition: A Report on Knowledge (1979) is 
seen as emblematic of this theoretical turn. His book, 
attacked the legitimating myths of the modem age ('the grand narratives'), the 
progressive liberation of humanity through science, and the idea that philosophy can 
restore unity to learning and develop universally valid knowledge for humanity (Sarup 
2003, p. 132). 
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Post-structuralism has been characterised as theoretical formulation of the 
postmodern condition (Velibeyoglu 1999). It refers to a theoretical movement, 
crystallised in the work of key philosophers such as Lacan, Derrida, Foucault, Deleuze 
and Lyotard, who placed the Enlightenment's 'structural' thinking 'in crisis' (Sarup 
1993). Sarup (1993, p.2) describes the post-structural project as entailing a critique of the 
human subject, historicism, meaning, and philosophy. 
Post-structuralism interrupted the notion of a unitary 'subject' of history — 'the 
human' — instead conceiving 'of human reality as a construction, as a product of 
signifying activities which are both culturally specific and generally unconscious' (Sarup 
1993, p.2). Foucault's (2002a, 2002b) challenge to the notion of a pre-discursive, unitary 
subject in a framework of non-discursive liberalism led to his comments about the 
'erasure' of man (Foucault 2002a, p.422). As Sarup (1993, p.2) explains, this 'attack on 
the subject was in due course bound to subvert the notion of structure. Thus, Foucault's 
(2002a, p.422) erasure of man was accompanied by a philosophical attack on teleological 
history — what Lyotard (1979) termed, the death of the meta-narrative or grand narrative. 
Fundamental to post-structuralism is the rejection of the structural narrative; a 
modernist supposition that the human endeavour is teleological and that human 'progress' 
is a journey leading away from ignorance and irrationality toward 'Enlightenment' (Sarup 
1993, p. 186). Enlightenment thinking is premised on the notion of a unitary, pre-
discursive world — a world that is out there waiting to be discovered (Agger 1991, 
p.l 12) and its structure named by researchers and philosophers (Marston 2004, p. 23). 
Post-structuralism rejects this notion of a unitary history, an overarching 'explanation' 
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that ties together the events of past, present, and future. Without a grand narrative, 
meaning is understood to be local, partial, and historical; to be contingent (Foucault 
2002a, 2002b; Derrida 1998, 2001). 
Post-structuralism has significant implications for researchers. By rejecting a pre-
discursive world, post-structuralism positions human beings as complicit in its 
construction. Rather than attempting to map an abstracted 'big picture', social scientists 
are responsible for narrating various, contextualised perspectives of the world, including 
their own (Agger 1991, p.l 17). Post-structuralism's scepticism that one philosophical 
ontology can account for all things is reflected in Foucault's view that the academic 
cannot have universal aspirations (Sarup 1993, p.75).The view of culture as local, 
historical, and contingent (McLaren 2002) is reflected in such methods as Derrida's 
(1998) deconstruction and Foucault's (2002b) notion of genealogy, an historical method 
promoting the 'discontinuities' rather than sequential 'story' of history. 
Post-structuralism posed a significant challenge to political movements, such as 
feminism, mired in 'identity' style politics. In particular, the potential loss of a unified 
subject was cause for consternation amongst many liberatory theorists (Fraser & 
Nicholson 1990, Francis 1999). McLeod (2008) articulates the 'tensions' that have 
characterised the intersections between feminism and post-structuralism, including 
certain theorisations that the categories are mutually exclusive (Jones 1997), or that 
postmodernism and post-structuralism are antithetical to feminism (MacKinnon 2006). I 
subscribe to a view that post-structuralism has introduced certain liberatory possibilities 
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for feminism, including the opportunity to engage with criticisms that consistently 
plagued feminism. McLaren (2002, p. 6 - 13) offers a useful summary of these criticisms. 
First, feminism's dependence on a unitary, pre-discursive subject was always 
consciously, or unconsciously, measured against dominant norms. 'Woman' or 'women' 
was not necessarily an inclusive or contextualised category. Connected with this was the 
notion that feminist activity was in the service of a teleological, unitary goal. Thus, critics 
argued, feminism only spoke 'for' a particular kind of woman, and commensurately, a set 
of goals that were of relevance to her (hooks 1984, pps. 17-31; Collins 1991, p.189). 
Further to this, because 'women' were positioned in an Enlightenment binary with 'men', 
much feminist theory emphasised strategies of either equity or difference as the means for 
liberating women. Both arguments — that of 'equality' (that women should be 
considered 'the same' as men) or difference (that women have special or unique qualities 
'different' to men) — positioned women in relation to a white, western, heterosexual 
male norm (Scott 2003, p.378). To argue for equality meant valorising the male standard; 
to argue difference was for that difference to be read as 'less than'. 
For many feminists, postmodernism and post-structuralism provided a way 
around some of these theoretical and real world blockages. 
The essence of the postmodern argument is that the dualisms which continue to 
dominate Western thought are inadequate for understanding a world of multiple 
causes and effects interacting in complex and nonlinear ways, all of which are rooted 
in a limitless array of historical and cultural specialities (Lather 1991, p. 21). 
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In so far as it has challenged normative and unitary views of woman, post-
structuralism has undermined dualistic historical frameworks that offer pre-packaged 
solutions for social justice advocates; it provides a means for exploring the ways in which 
we both resist and reproduce relations of power. 
With respect to my own project, post-structuralism's privileging of language in 
social relationships, especially as Foucault (2002b) theorises discourse to 'constitute' the 
subject, provides a powerful means for understanding representations of refugee women. 
Conversely, post-structuralism's decommissioning of the traditional unitary subject 
demands a more complex and multiply constituted representation of refugee women. 
Further, the notion that nothing is pre-discursive requires that we interrogate the 
construction of all participants in the research process — especially and including the 
researcher (see Chapter 1 for my comments on reflexivity). At the heart of these benefits 
is a recognition that post-structuralism offers liberatory possibilities, through its 
reframing of the debates around power. 
While recognising the merits of post-structuralism, I retain use of the label 
feminist because of its symbolic connection to the important work of many women (and 
some men) in relevant social justice movements. As McCann and Kim (2003) note, 
With all its ambiguity and limitations, the term [feminist] nonetheless signals an 
emancipatory politics on behalf of women. Feminism involves the implicit claim that 
the prevailing conditions under which women live are unjust and must be changed. 
Such a claim assumes that change is indeed possible. It also presumes that a group of 
historical agents, in this case women, can recognize the injustices they confront and 
will to change their conditions (McKann & Kim 2003, p.l). 
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However m y feminism takes counsel from Foucault (1988b, p. 15) who suggests 
'There are more secrets, more possible freedoms, and more inventions in our future than 
we can imagine in humanism . . .'. I shall now explore Foucault's ideas as they are 
relevant to m y thesis, bringing a feminist perspective to them. 
Foucault, feminism, and this thesis 
Introduction 
As McLaren (2002, p.l) observes, Foucault has been at the heart of feminist 
ambivalence about post-structuralism. Foucault's distaste for norms, his rejection of a 
unified subject, and his perspectives on power have been criticised by some feminists, 
including the accusation that his views lead to political nihilism (Fraser 1989, Harstock 
1990, M c N a y 1991). In particular, Foucault's work affords little focus to the categories of 
sex and gender, so critical to feminism, a concern acknowledged even by his supporters 
(Ramazanoglu 1993, McLaren 2002). Yet there are also a great number of feminist 
theorists (Sandra Lee Bartky, Susan Bordo, Judith Butler, Jana Sawicki, and Ladelle 
McWhorter) who 'find his work promising and productive for feminist theory 
(Ramazanoglu 1993, p. i; MacLaren 2002, p.23). In particular, his work has been adopted 
in the theorisation of sex and gender, categories pivotal to feminism (see for example 
Butler 1993, 2006; Grosz 1989). 
St Pierre (2004) explains the importance to researchers and writers of making 
clear their 'desires' in using Foucault: 
we cannot escape the fact that we are always organizing and centering Foucault, 
making him mean something, as we work with him. Therefore, we should read him 
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long and hard because w e will no doubt be asked to account for the Foucault each of 
us constructs. At some point the Foucault police will come after us. When they do, we 
should be able to explain the enabling conditions of our Foucault, our desires in 
putting him to work and the effects of our projects on real people (St Pierre 2004, 
p.328.) 
It is with this in mind that I set out my 'intentions' for Foucault (and the other 
theorists who have been conscripted) towards my research ends. Sawicki (1991) divides 
feminist uses of Foucault into two broad camps: 
those who use his analysis of disciplinary power to isolate disciplinary technologies of 
women's bodies that are dominating and hence difficult to resist, and those who 
acknowledge domination but centre on cultures of resistance to hegemonic 
power/knowledge formations and on how individuals who are targets of this power 
can play a role in its constitution and its demise (Sawicki 1991, p. 14). 
This thesis falls predominantly into the latter category. While my work surveys 
the operations of dominant discourses in structuring refugee women's subjectivities, it 
does this to illustrate the conditions through which a 'culture of resistance' might be 
forged. The facilitation of marginal discourses is at the heart of this project. 
Like McLaren (2002), and other feminist theorists (Sawicki 1991, Butler 1993, 
2006), I see significant possibilities for conceptualising and enacting a feminist project 
using Foucault. As I shall describe, Foucault's discursive framework draws attention to 
the role of representation in re-producing marginality. His perspectives on power open up 
possibilities for resistance that move beyond traditional, unitary, and singular methods; in 
particular, Foucault (1980) creates a space for the importance of 'disqualified knowledges 
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in contesting dominant discourses. Most importantly, Foucault's theorisation of the 
subject encompasses the possibility that agency can be exercised within discourse, a 
theme of great import to feminists. 
Foucault's theories 
Foucault's work is often described in relation to three broad thematic periods — 
early (discourse), middle (power), and late (the subject) (McHoul & Grace 1993, p.ix; 
Kendall & Wickham 1999; pps. 21-56, McLaren 2002, p.3). Naming these phases 
appears consequential to both reflection by Foucault about significant shifts in his work 
and the significance of these themes to analysts of his work (McHoul & Grace 1993). 
Foucault's first 'archaeological' phase, 'concentrates on the description of discourses or 
disciplines of knowledge (particularly the human sciences)' (McHoul & Grace 1993, 
p.viii). This phase encompasses Foucault's Madness and Civilization, Birth of the Clinic, 
The Order of Things and Archaeology of Knowledge. The second 'genealogical' phase 
'turns to political questions of power, and the control of populations through disciplinary 
(for example, penal) practices' (McHoul & Grace 2003, p. viii). Genealogy is a method 
for exploring the 'contingencies' of history; it is Foucault's trans-temporal method. 
Works from this period include Discipline and Punish and The History of Sexuality Part 
I. Foucault's third 'ethical' phase concentrates on the 'the subject' or a 'theory of the self 
and includes the History of Sexuality Parts II and III (McHoul & Grace 2003, p. ix). 
In pursuit of his 'ontology of the present', Foucault's genealogical method entails 
an analysis 'of the historical limits that are imposed on us' in order to create a space for 
'an experiment with the possibility of going beyond them' (Foucault 1984, p. 50). 
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Through an understanding of history that is contingent, local, and contextualised, w e face 
the real proposition that resistance and change are possible always and everywhere; and 
that understandings of local knowledge, local relations of power, and local histories are 
the key to identifying those opportunities for change. The power of historical analysis is 
not in distilling a teleological view premised on a deterministic trajectory, but rather to 
illustrate history's shifts and contingencies. Foucault (1988c) recommends: 
recourse to history . .. .[in order to] show how that-which-is has not always been; i.e., 
that the things which seem most evident to us are always formed in the confluence of 
encounters and chances, during the course of a precarious and fragile history .... It 
means that they reside on a base of human practice and human history; and that since 
these things have been made, they can be unmade as long as we know how it was that 
they were made (Foucault 1988c, p.36). 
Discourse, norms and representation 
Foucault propels the concept of discourse beyond structural linguistics. He 
appropriates the language of grammar to describe a set of social 'mechanics' that explain 
his way of seeing the world, and the things which are constituted within it. Sanguinetti 
(1999) usefully summarises discourse as: 
Networks of meaning (statements) encoded in language, or reflected in actions and 
social processes. Discourse is a way of thinking about how meaning is connected with 
cultural values and power relations. It constitutes the way we think and who we are 
(Sanguinetti 1999, p.68). 
As Johnson (2005) explains it, discourse is the 'common sense' or the 'pre-debate 
consensus that will affect how the rest of the debate will proceed'. 
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Foucault was primarily interested in the way discourses operated in the human 
sciences, particularly 'clinical discourse, economic discourse, the discourse of natural 
history, psychiatric discourse' (Foucault 2002b, p. 121). In The Archaeology of 
Knowledge (2002b), Foucault wished to outline the taken for granted 'common senses' in 
these sciences; the sets of conditions, or the discursive field, that made possible the 'taken 
for granted' categories, practices, and information of a discipline. 
Foucault (2002b, p. 122) theorises that the discursive field comprises a series of 
'statements' that condition the constitution of objects. Each discourse constructs its own 
set of objects, modalities, concepts, and strategies (Foucault 2002b, pps. 44-85). The 
constitution of subject positions is of particular interest in this thesis. Discourse 
constitutes subjects (and objects, and social relationships etc), and discourse is also a 
'product of the material and language practices of societies or institutions' (Sanguinetti 
1999, p.68). Thus discourse becomes a way of thinking and a way of speaking; a way of 
knowing in a particular context at a particular time. 
As explained in Chapter 2, Foucault (2002a) is part of the post-structural 
theoretical tradition that questioned the relationship between objects and their 
representations — between language, as symbol, and that which it represents. For 
Foucault (2002a, p.74), nothing was prior to language, and therefore language and what it 
represented was a product of discourses, rather than language constituting some innate or 
natural reflection or representation of the world. In this sense, discourse displaces 
traditional understandings of reality. Central to Foucault's theories about representation 
and discourse, and of relevance to social justice researchers utilising his work, is the 
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concept of norms (Foucault 2002b, p.210, McLaren 2002, Ch2). Discourses posit a 
'common sense' — a set of 'norms' that appear natural. It is against these norms that 
representations (including of subjects) occur. Foucault's notions of liberation and 
freedom were defined in relation to the constraining and limiting effects of norms. From a 
Foucaultian perspective, the interruption and contestation of norms is at the heart of a 
liberatory politics (Foucault 2000d, McLaren 2002 Ch.2). 
Finally, for Foucault, there is no single, overarching 'discourse.' He conceives of 
many histories, many discourses; no teleological end towards which historical 
investigation might lead. For social justice theorists, it is the intersection of Foucault's 
notion of discourse with power that has challenged historical paradigms for political 
action. 
Power 
At the heart of social justice theory is a concern for the operations of power. 
Foucault's (1990a, p.82) 'analytics of power' (as he referred to it) is 'a central concept in 
his work and arguably one of his most important contributions to contemporary social 
theory' (McLaren 2002, p.37). Traditional political theory, commonly influenced by the 
work of Marx, conceives of struggles amongst social groups as reducible to inequities 
between the powerful and powerless (Marston 2004, p. 24). Foucault (1995; Faubion 
2000) conceived of power beyond the traditional juridico-discursive model, which 
conceptualises power as oppressive. As McLaren characterises it (2002), 
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The juridico-discursive model of power seeks to limit behaviour by imposing rules, 
prohibiting certain behaviours, and limiting one's access to forbidden things and ideas 
mainly through the imposition of enforcement of laws imposed by the state (McLaren 
2002, p.37). 
Expressed in terms of limitation and repression, the juridico-discursive model of 
power informed much feminist theorisation of women's top down oppression by men 
(Dworkin 1976, Barrett 1988). 
Instead, Foucault (1980, 1995) argued that power performs a productive function: 
power would be a fragile thing, if its only function were to repress, if it worked only 
through the mode of censorship, exclusion, blockage and repression, in the manner of 
a great Superego, exercising itself only in a negative way. If, on the contrary, power is 
strong this is because, as we are beginning to realize, it produces effects at the level of 
desire — and also at the level of knowledge (Foucault 1980, p.59). 
Importantly, Foucault moves the theorisation of power from its historical 
conceptualisation as a 'thing' held by individuals and groups, to being a relation. 
According to Foucault (1990a, p.93) 'Power is everywhere; not because it embraces 
everything, but because it comes from everywhere '. Thus, for Foucault (1972), there 
is no recourse to something — to a different state — outside power. Instead we are all 
complicit in power. And while Foucault's 'power' may not be ubiquitous, it is 
nonetheless both intentional and non subjective. McLaren (2002, p.3 8) explains that 
while power may not be held or exercised by any particular person, local and specific 
power relations have aims and objectives (such as the 'war on masturbation' agamst 
children in the nineteenth century). 
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Foucault's (1980) power is sometimes described as a 'web' — as the electricity 
(Kendall 2008, Wickham 2008) which drives his pivotal theorisation of a relationship 
between power/knowledge in the discursive field. Foucault's (1995, p. 184) 
power/knowledge theory speaks to an intrinsic link between 'the deployment of force and 
the establishment of truth' (Foucault 1995, p. 184). Knowledge creates power, and power 
creates knowledge. The conflation of knowledge and power produce subject positions 
(Foucault 1980). 
In Foucault's (1990a, p.82) analytics, power relations are best understood through 
localised historical investigations. These investigations focus on the production and 
reproduction of subject positions in relation to norms: 
This form of power [normalising power] applies itself to immediate everyday life 
which categorizes the individual, marks him by bis own individuality, attaches him to 
his own identity, imposes a law of truth on him which he must recognize and which 
others have to recognize in him (Foucault 2000e, p.331). 
Freedom is therefore defined in relation to the contestation or rejection of norms. 
Feminist criticisms of Foucault's discourse and power 
Some feminists have expressed concerns about the implications of a discursive 
paradigm for feminist politics: 
His Q7oucault's) rejection of norms, combined with his view that truth and knowledge 
are always produced within a network of power relations, leads many to accuse 
Foucault of relativism and nihilism (McLaren 2002, p. 2) 
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Foucault (2000d) has articulated a view that all discourse should be subject to 
suspicion, leading to accusations of relativism and consequently, of a conservative and 
impotent politics. After all 'if everything is dangerous, then we ought not act to promote 
social change because one course of action is as good as another' (McLaren 2002, p.43). 
The charge of political nihilism extends to post-structuralism generally (see especially 
Wolin 1993, MacKinnon 2006) and rests with a concern that 'difference [is] seen as 
benign variation (diversity) . . . rather than conflict, struggle, or the threat of disruption, 
[which] bypasses power as well as history to suggest a harmonious, empty pluralism' 
(Mohanty 2003, p. 193). For those interested in Foucault, such a perspective raises 
questions about the compatibility of his theorisations (of discourse and power) with a(n) 
(emancipatory) politics. 
Numerous authors argue that Foucault's perspective is compatible with liberatory 
politics (McHoul & Grace 1993, McLaren 2002, Marston 2004). His interest in particular 
marginal subjects, such as the mad, the imprisoned, and the sexually deviant, lead some 
to the view that Foucault was exacting a kind of liberatory politics (McLaren 2002). 
McLaren (2002) argues that Foucault does also, at times, speak explicitly to the 
oppression of women and other groups. Further, Foucault's concept of norms is linked 
with a politics of freedom. Foucault rejects the constricting role of norms precisely for the 
reason that women and other minorities suffer under them — they reduce certain 
individuals to a unitary and limited set of subject positions that restrict their 'freedoms'. 
Foucault (2000d) responded to accusations of nihilism with a comment which 
situates the importance of his perspective as method: 
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M y point is not that everything is bad, but that everything is dangerous, which is not 
exactly the same as bad. If everything is dangerous, then we always have something to 
do. So my position leads not to apathy but to hyper- and pessimistic - activism 
(Foucault 2000d, p.256) 
Here, Foucault explains that while everything may not be equally bad, everything 
must be equally open to scrutiny. A distinction is drawn between the material 
consequences of discourses and the imperative that the operations of all discourses be 
subject to scrutiny. In essence, Foucault is problematising abstraction; the notion that 
some things are always safe or irrelevant to our critique. In this sense he is not promoting 
relativism, but rather a view that meaning must be expressed in terms that are local, 
partial, and historical (Marston 2004, p.24). 
Scepticism about post-structural scholars such as Foucault, and their emphasis on 
language, has perhaps been more pronounced in practice based fields of social justice 
endeavour concerned with 'real world' outcomes (Marston 2004, MacKinnon 2006). 
Marston (2004) reflects on attitudes amongst his Australian welfare colleagues to 
considering questions of discourse in shaping material effects for marginal welfare policy 
subjects: 
I was often told by other housing workers that there were 'bigger fish to fry' [than 
worrying about a discursive shift to market driven language] .... I agreed with these 
intentions, but also felt that we should not adopt market metaphors in our description 
of the housing system. While I remained focused on the immediacy of funding 
shortfalls and the durability of structural disadvantages, I remained less sure about 
dismissing the power of words I started to ask myself the following question: 
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what role does language play in facilitating and legitimating policy change? (Marston 
2004, p. vi). 
Like Marston (2004) I am also convinced of the important link between words 
and material outcomes — between representations and material effects. Foucault does not 
insist that all is language in discourse (Kendall & Wickham 1999, McLaren 2002, 
Marston 2004). His work draws complex links between representations in discourse and 
material outcomes for the subjects of that discourse (Foucault 1988a, 1995). As Foucault 
(1988a) illustrated, the discursive constitution of 'the mad' makes common sense of 
procedures such as assessment, evaluation, treatment, and institutionalisation. In the 
welfare field, Marston (2004, p.4) comments that 'struggles over policy language and the 
construction of welfare identities both reinforce and shape material dimensions of 
inequality and injustice'. 
Finally, with respect to Foucault, McLaren (2002) draws attention to the views of 
some feminists who: 
claim that his [Foucault's] conception of "power as everywhere" leaves no way to 
distinguish the difference in power between the dominators and the dominated. A 
conception of power that can account for the asymmetry of gendered power relations 
is essential for feminism (McLaren 2002, p.2). 
If power is 'everywhere' then ostensibly it cannot be pinned down to 'anywhere' 
and overthrown, usurped, or appropriated. 
It is certainly the case that Foucault's writings on power are sometimes unclear 
and inconsistent (Hartmann 2003). Feminists are understandably protective of an 
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historical theory of power which renders easily visible its location, and consequently, the 
methods for its removal. Further, if we remove the responsibility for 'wielding' power 
from men, then who is responsible? If power is always everywhere, then are we also 
responsible? 
Foucault's theory of power is perhaps the most confronting and liberating element 
of his work. As he sees it 'If I tell the truth about myself... it is in part that I am 
constituted as a subject across a number of power relations which are exerted over me 
and which I exert over others' (Foucault 1988c, p.39). While Foucault's perspective may 
remove a single target for action, it opens the door to innumerable other possibilities and 
places for action. According to McLaren (2002): 
Foucault clearly conceives of freedom as occurring within, not outside of, power 
relations. Yet the dualistic thinking that associates power relations with determinism 
and opposes these to freedom continues to inform the debate about political and moral 
agency, and thus conceptions of subjectivity (McLaren 2002, p.55). 
Foucault (1995) agrees that sometimes power becomes ossified in the form of 
'sovereign power' which may require collective response; however if power is relational, 
opportunities for resistance are more dispersed. By implication, the bad news or the good 
news for feminists (depending on your perspective) is that the 'number' of power 
relations operating simultaneously precludes singling out any particular one as the most 
fundamental. It might preclude the nomination of any one cause as fundamental, but it 
does not therefore by definition, preclude a local focus on any one (McLaren 2002). This 
possibility leads me to an interest in the possibilities for engaging with marginal voices. 
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The relevance of Foucault's 'discourse' and 'power' to m y work 
I have explained the relevance of Foucault's concepts of discourse, norms, and 
representation to raising social justice concerns about the representation of refugee 
women in Chapter 2. In this section, I illustrate the links between his concept of power 
and my methodology. During the 'second' critical phase of his work, Foucault affords 
particular 'attention to subjugated or 'marginal' knowledges, especially those which have 
been disqualified, taken less than seriously or deemed inadequate by official histories' 
(McHoul & Grace 1993, p. 15). Foucault offers a twofold meaning to subjugated 
knowledges. Within it, he includes: 
the historical contents that have been buried and disguised in a functionalist coherence 
or formal systemisation' and 'a whole set of knowledges that have been disqualified 
as inadequate to their task or insufficiently elaborated: naive knowledges, located low 
down on the hierarchy, beneath the required level of cognition or scientificity .... It 
is through the reappearance of this knowledge, of these local popular knowledges, 
these disqualified knowledges . .. that criticism performs its work. (Foucault 1980, 
p.81-2) 
Foucault's argument seems to be that critical work consists of casting 'unspoken' 
or invisible rules circumscribing a dominant discourse under the light of liminal 
perspectives in order to expose it as local, particular, partial, and historical rather than 
ubiquitous. By accessing marginal voices, Foucault's interest was to shift both the 
discourse and the positioning of the subject within it. 
Drawing on Mann (1998, p. 101), Marston (2004) speaks to the benefits of seeking 
marginal perspectives in a social policy context: 
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It is the struggles of those w h o have to rely on public welfare that has done much to 
generate a more reflexive but distinctly critical social policy, and it is to these critical 
voices, these subject identities that w e should pay much more attention (Marston 
2004, p.33). 
Foucault's perspective on marginal knowledges is central to the methodology for 
this thesis. Marginal knowledges can dispel notions of the unitary, problematic subject. 
Drawing on Bacchi's (1999) view that policy solutions are extant in the formulation of 
policy 'problems', then shifting 'the problem' or the problematic subject, might also 
consequently shift the response or solution. 
As I explain in Chapters 4 and 5, refugee women are commonly marginalised by 
dominant policy discourses. However, as Marston (2004, p.29) notes in relation to the 
social policy field, 'policy actors are not passive subjects waiting to be imprinted by the 
structure that they are located within (Fairclough 1989)'. This is consistent with 
Foucault's (1990, p.82) analytics of power, to which resistance is germane. According to 
Marston 'The idea of voice must be asserted as an important principle in rethinking the 
ethical basis of social policy' (Marston 2004, p.28). In the context of environments that 
silence, 'voice' can become an act of agency and resistance (hooks 1984). So it is, the 
mechanism I propose for interrupting dominant representations of refugee women in 
settlement education policy (and which I describe in detail during Chapter 7), is an 
engagement with refugee women 'at the margins'. 
Foucualt's 'subject' and its relevance for my work 
As noted earlier in this chapter, Foucault challenged the notion of a unitary, pre-
discursive subject; a 'human' who begins as a 'blank slate' outside discourse and who 
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had the capacity to determine his destiny to a teleological end. Instead, Foucault (2002a, 
2002b) argued that we are constructed by discourses from which we cannot, at least in a 
pure or Utopian sense, escape. Like his concepts of discourse and power, Foucault's 
(1990c, 2000a, 2000b) theorisation of the subject has informed much post-structural 
feminist work (Butler 1993, 2006; St Pierre 2004) and is also the source of considerable 
feminist ambivalence (McLaren 2002). Feminist concerns stem from a view that 
Foucault's theorisation of the subject as unitary and discursively constituted limit the 
possibilities for agency (McLaren 2002, p. 2). I shall address each of these issues in turn. 
Foucault's reference to the death of man (2002a, p.422) has sometimes been 
interpreted to suggest his dismissal of the subject altogether; the deletion of the subject 
(Althusser 1976, p.94). As Fraser & Nicholson (1990) expressed it, without a 'woman', 
how can there be a feminism? The implications of this post-structural development for 
metaphysics was greeted sceptically by some feminist theorists (Collins 1991, Harstock 
1990): 
Why is it that just at the moment when so many of us who have been silenced begin to 
demand the right to name ourselves, to act as subjects rather than objects of history, 
that just then the concept of subjecthood becomes problematic? (Harstock 1990, 
p.163). 
In an historical context where it is argued that patriarchy 'adapts' whenever 
feminism makes advances (Faludi 1991, French 1992), such concerns are not without 
merit. 
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However, Foucault's comments about the erasure of m a n might better be 
understood as a warning about the demise of the Enlightenment paradigm through which 
the concept of 'man' has historically been theorised. Feminist scholars of different races, 
ethnicities, sexualities, and abilities share Foucault's critique of the unitary subject of 
humanism and the dominant norms against which it has been measured (Trinh 1989, 
Mohanty et al. 1991). Indeed, many women on the margins have described the unitary 
subject of western feminism as exclusionary, violent, and misrepresentative (see for 
example Collins 2000, p.65). In this sense, Foucault is not arguing for the literal erasure 
of man, but for an exploration of the subject in its local and historical conditions. Indeed, 
from his point of view, 'the subject' was at the heart of his work: 
My objective, instead, has been to create a history of the different modes by which, in 
our culture, human beings are made subjects. My work has dealt with three modes of 
objectification which transform human beings into subjects .... Thus it is not power, 
but the subject, which is the general theme of my research (Foucault 2000e, pps 326 -
327). 
Further feminist concerns about Foucault's theorisation of the subject as 
constituted by discourse are related to its perceived implication that the subject is wholly 
determined (McLaren 2002, p.2). If a subject is completely determined by discourses, 
then what chance of change or revolution is possible? Such concerns appear to arise from 
Foucault's (1988a, 1990a, 1995) emphasis in his 'first' research phase on the operations 
of discourse and power in shaping subject positions (McLaren 2002). Foucault himself 
has commented 'Perhaps, I've insisted too much on the technology of domination and 
power' (Foucault 2000b, p.225). He subsequently reflects T am more and more interested 
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in the interaction between oneself and others, and in the technologies of individual 
domination, in the mode of action that an individual exercises upon himself by means of 
the technologies of the self (Foucault 2000b, p.225). 
These reflections point to something other than a wholly determined subject. Even 
during his 'discursive' and 'power' phases, Foucault was interested in the counter 
representations of those marginalised by dominant discourses (Foucault 1975, Barbin 
1980). His later work (Foucault 1990c, 2000a, 2000b) provides a greater focus on the 
subject's sense of self— the constitution of the self. His genealogy of the subject in 
antiquity takes account of an embodied subject — a subject that is both produced and 
productive — a subject capable of exercising agency. Such a subject might be 
'constituted' through disciplines and social practices; however not 'determined' by them 
(McLaren 2002, p.74). 
Foucault's theorisation of the subject underpins the concerns I raise in Chapters 4 
and 5 about negative and limiting representations of refugee women in government 
policies, and the material consequences that transpire from them. His understanding of 
the subject as agentic underpins my analysis of interview feedback in Chapters 9 and 10. 
As explained in the introduction to this chapter, I draw on Olssen 2005, hooks 1989, and 
Foucault 1990c to explore links drawn by the participants between education and agency 
in the subject (see Chapters 9 and 10). An introduction to these theoretical concepts is 
provided here. 
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Education themes arising from the interview feedback 
Capabilities for freedom — Olssen (2005) 
In Chapter 9,1 describe feedback from the interviews that reflects a concern for 
the notion of autonomy. The traditional concept of autonomy has been problematised by 
educational theorists of Foucault who understand freedom as discursively constrained 
(Marshall 1997; Olssen 2005). In order to traverse this theoretical impediment, Olssen 
(2005) coins the phrase 'capabilities for freedom' to stand in for autonomy. From 
Olssen's (2005) perspective, Tf we are to educate for the political virtues required for 
democracy, in my view education must pursue a capabilities approach' (Olssen 2005, 
p.379). The list of capabilities described by Olssen (2005) is remarkably similar to a set 
of qualities emphasised by participants in my interviews. 
Olssen (2005) acknowledges the importance of the qualities that are often 
associated with autonomy; however he articulates two primary objections concerning its 
use. First, he argues, people are inter-dependent and inter-connected, rendering autonomy 
technically 'inappropriate' as a term. Further, as illustrated in the following quotation, 
Olssen suggests it is almost impossible to rid the term of its liberal baggage: 
From a Foucauldian perspective ... the objections are not to the value of freedom, or 
of constitutional democracy, or to the value of rights. Rather, the objections are to the 
theoretical and methodological function of the concept of autonomy within liberal 
philosophers' theories (Olssen 2005, p.372). 
With respect to the former point, Olssen argues that autonomy is an idealised 
notion of freedom or independence that is not possible in a pure sense. In so far as we are 
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social beings, w e can never completely separate from relations with others. Important in 
this equation is that interdependence comes with obligations. As Olssen characterises the 
issue, Tf the 'autonomy' of each is emphasised, one also, by definition as it were, 
underplays the responsibilities and duties which we owe to each other, individually and 
collectively' (Olssen 2005, p.378). 
Extending on this, the concept of an 'absolute' freedom derives from an 
Enlightenment style politics that does not recognise the influence of the discursive field. 
In a Foucaultian paradigm, we are never completely free; complete freedom is an illusion 
(Olssen 2005, p.366). Further, the concept of autonomy exaggerates the degree to which 
we are actually independent and self-legislating. From Olssen's perspective, Tn that 
people are socialized, they are 'responsibilized' through strategies of 'power-knowledge' 
to believe they are freer than they really are' (Olssen 2005, p.374). To that end forms of 
liberal education, which exaggerate the nature and degree of autonomy and freedoms 
possible, might be seen as reproductive and destructive. In relation to this, Olssen makes 
the astute observation that: 
Such an education simply introduces a new form of social control and socialisation 
and new and more insidious forms of indoctrination where a belief in our own 
authorship binds us to the conditions of our own production and constitutes an identity 
that makes us governable (Olssen 2005, p.367). 
Thus, Olssen (2005, p.373) suggests, while many individuals may aspire to a 
certain 'self sufficiency', he suspects they frequently confuse the ideology with the 
reality. 
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Next, Olssen (2005, p. 371) argues that autonomy is mired in certain historical 
baggage of liberalism. Specifically, in its historically discursive context, the term links 
the freedom of individuals to 'natural law theories of property rights, to government 
strategies of laissez-faire, to arguments for a minimal state, and for support for policies of 
low taxation' (Olssen 2005, p.371). Olssen doesn't allege that all liberal theorists intend 
these links — merely that the concept is discursively flavoured. The concept of 
autonomy, he contends, 
grounds political obligation to the individual's private arena, underemphasising the 
social relations, ethical duties and responsibilities, and the complexities of the 
individual-collective interaction (Olssen 2005, p.371). 
Ultimately, while there may be certain merit in arguing for particular aspects of 
autonomy, it is simply better to turn to concepts that don't share the baggage. Olssen 
turns to Foucault for alternative language in this regard: 'What Foucault would suggest is 
that concepts other than autonomy can do . . . just as well, and with far fewer negative 
effects than use of the concept of autonomy brings with it' (Olssen 2005, p.370). 
To describe those desirable traits that further the capacity for individuals to 
exercise agency in the discursive field, Olssen adopts the term 'capabilities'. These he 
lists as 'critical reason, cognitive and cultural capital and resources, emotional and social 
capital, and so on' (Olssen 2005, p.379). Capabilities also linked with needs, where 
resources and the structures of support are emphasised'. Olssen positions the capabilities 
in a framework of interconnected community which values the defence and protection of 
certain rights — freedom, security, equality, and inclusion. The exercise of individual 
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capabilities should be directed towards shoring up the quality and voracity of the 
institutions which defend and protect these rights. 
Olssen likens the use of these capabilities to Foucault's metaphor of 'the game'. 
Here, innumerable moves are available within the 'rules' of discourse, which can shift the 
flow of power. In this context, education is understood as an important mechanism 
through which the capabilities — which reflect a view of the subject as agentic — might 
be built. As Olssen (2005, p.378) describes this role for education in cultivating freedom, 
'While children develop [through education] and hopefully realise their potentials, what 
is needed to be understood is what freedom means, and how it can be expressed in the 
context of social, national and global connectedness.' 
Thus, Olssen's key argument is that autonomy is too contingent a term to be 
useful. He emphasises the role of shaping and conditioning forces on the subjects of 
discourse. He contends: 'While this doesn't mean that freedom is not possible, and is 
possibly cumulatively successful over time, the agency of the self is intermittent and only 
one of a variety of factors affecting the course of a life' (Olssen 2005, p. 375). Where 
advocates of the term recognise its partiality, he suspects that what they mean by it is: 
a degree of reasonable self-sufficiency, of mature judgement, and reasonable 
detachment of perspective, as they balance the interests of themselves and their 
families with those of the community and the polis (Olssen 2005, p.373). 
He explains further that from a Foucaultian perspective it is not autonomy that 
matters 'but mature judgement on the basis of existing terrain of forces. What are 
required are the arts of criticism' (Olssen 2005, p.382). His views about self-sufficiency, 
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mature judgement, critical thought, and balancing personal with social interests accord 
with many of the perspectives expressed by the women I interviewed. 
Care of the Self and the Ethical Subject - Foucault 
Foucault's technologies 
Foucault's relevance for projects concerned with education and subjectivity has 
been roundly acknowledged (Olssen 2005, p. 366). As noted previously, it has been the 
observation of some Foucaultian critics, particularly some feminist critics, that Foucault's 
early work suggests a 'determination' of the subject. However in outlining the 
technologies that he contends underpin the operation of specific 'truth games' — 
technologies of production, technologies of sign systems, technologies of power, and 
technologies of the self— Foucault makes clear 'these four types of technologies hardly 
ever function separately.' He describes his task as being 'to show both their specific 
nature and their constant interaction' (Foucault 2000b, p.225). Thus, while we may see 
disproportionate emphases in his work, Foucault's argument nonetheless seems to be that 
the elements can function contemporaneously - that is, discursive 'conditioning' (as 
addressed in his works on discourse and power) exists side by side with the capacity for 
agency in the subject (as tackled in his ethical works). This sentiment is also captured in 
Foucault's (1990) analytics of power, which considers resistance as an integral element of 
power. 
McLaren (2002) supports the view that there is no great inconsistency between 
Foucault's concept of discourse, and the notion of an agentic subject. She contends 'the 
particular type of technology [emphasised in historical accounts] may depend on the 
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historical period' (McLaren 2002, p. 147). Thus, while some of Foucault's earlier works 
(such as Discipline and Punish and The History of Sexuality Part 1) might be described as 
focusing on the 'individualization of the subject through writing and documentation' 
(McLaren 2002, p. 146) — that is, technologies of power which constitute individuals as 
analysable objects to be assessed against norms - his later works, such as The Use of 
Pleasure and Care of the Selfoffer more of a focus on 'subjectification or. . . the self's 
relation to self (McLaren 2002, p. 144). 
Techniques of the self 
Foucault (2000a) defines techniques of the self as being: 
procedures, which no doubt exist in every civilization, suggested or prescribed to 
individuals in order to determined their identity, maintain it and transform it in terms 
of a certain number of ends, through relations of self-mastery or self- knowledge 
(Foucault 2000a, p.87). 
He explains these techniques as being peculiar to socio-historical periods, and as 
being not necessarily abstract and transferrable. Foucault contends that such techniques: 
permit individuals to effect, by their own means or with the help of others a certain 
number of operations on their own bodies, their own souls, their own thoughts, their 
own conduct, and this in a manner so as to transform themselves, and to attain a 
certain state of perfection, happiness, purity, supernatural power (Foucault 2000b, 
p.225). 
In his studies of Antiquity, Foucault lists some of the 'techniques of the self as 
including: 
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• Self writing, such as letters to friends and disclosure of self, notebooks, and 
autobiography; 
• Examination of self and conscience including a comparative review of what was 
done and what should have been done; 
• Askesis - 'the progressive consideration of self, or mastery over oneself, obtained 
not through the renunciation of reality but through the acquisition and assimilation 
of truth' and 
• The interpretation of dreams (Foucault 2000b, p.238). 
In common, the list above describes a series of reflective practices that can be 
used towards self-development, or rather, self-improvement. 
Some techniques, such as confession, can act as a practice of both objectification 
and subjectification (McLaren 2002, p. 146). For example, confession might be conceived 
of as a practice of domination, in so far as it is a coercive tool of institutions (like The 
Roman Catholic Church) which elicit the detailing of one's desires and thoughts in order 
to reinstitute normative identities. However, truth telling can also form part of practices 
that impact the formation of a non-normalising self. As McLaren explains: 'These 
practices of the self [which include care of the self, parrhesia, and self-writing] contribute 
to the formation of the ethical subject' (McLaren 2002, p.147). Thus, Foucault's 
comparative work on Antiquity and Christianity illustrates that 'techniques of the self 
which, in one socio-historical circumstance might be available for use in the self s 
construction of the self, could in another be conscripted as a technique for other ends. 
Foucault's engagement with Antiquity reveals techniques of the self which are about the 
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'self s constitution of the self — a topic of importance to theorists, in particular, w h o are 
interested in the concepts of agency, ethics, and citizenship. They are also themes which 
arose strongly in the interviews I conducted with refugee women (see especially Chapter 
10). 
Care of the Self 
Foucault's History of Sexuality (Volumes 1-3) provides a meticulous analysis of 
the constitution of the subject in different philosophical time periods in order to illustrate 
that the modern subject is historically constituted by discourses around sexuality. The 
third volume in the series explores care of the self— 'epimeleisthai sautou' — as a 
technology of the self in Greek Antiquity. According to Foucault (2000b, p.226), 
The precept of the "care of the self [souci de soi] was, for the Greeks, one of the 
main principles of cities, one of the main rules for social and personal conduct and for 
the art of life 
'Care of the self consists of a range of reflective and bodily practices, basically 
intended to prepare the individual 'for a certain complete achievement of life' (Foucault 
2000b, p.235). In this sense, the subject is like a work of art — an ethical project that 
requires attention, reflection, and cultivation. According to Foucault, 'care of the self 
(2000b, p.232) wasn't an abstract concept 'but a widespread activity, a network of 
obligations and services to the soul'. However, within the context of this 'soul 
orientation'... 'all the concerns of the body [took] on a considerable importance' 
(Foucault 2000b, p.234); the bodily practices of which he spoke included diet, health, 
sexual activity, and household management. 
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According to McLaren (2002, p. 148) T n order for these practices of the self 
concerning the body to become an art of existence, they should include some reflection 
on oneself set down in writing'. Indeed, Foucault (2000b, p.232) explains the importance 
of reflective practices — studying, reading, writing and meditating, for example - as 
integral to this project of the self. Further, he argues that the principle of 'knowing the 
self, which has been privileged as an autonomous concept in much modern psychology, 
was in fact conceptually functional to 'caring for the self in ancient Greco-Roman 
culture: 
There has been an inversion in the hierarchy of the two principles of antiquity, "Take 
care of yourself and "Know yourself." In Greco-Roman culture, knowledge of 
oneself appeared as the consequence of the care of the self. In the modern world, 
knowledge of oneself constitutes the fundamental principle' (Foucault 2000b, p.228). 
The practices associated with 'care of the self were not of the modern Christian 
variety. In contrast to principles of Christian asceticism, which is concerned with 
constraining and normalising a body and soul born into sin, the asceticism of Antiquity 
was designed to facilitate the 'ethical' self. Thus, while practices of confession in 
Christianity are about memorising laws in order to discover sins, practices of the self are 
designed to evaluate in a more 'administrative', rather than juridical, fashion: 
Self-examination is taking stock. Faults are simply good intentions left undone. The 
rule is a means of doing something correctly, not judging what has happened in the 
past (Foucault 2000b, p.237). 
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In summary, the purposes of these practices is to help the individual make 
improvements, without judging previous actions in a framework of religious or moral 
normalisation (Foucault 2000b, p.237). 
Ethics and citizenship 
Of particular interest to me is the idea that in the 'care for the self or the ethical 
cultivation of the self, one is in fact executing an ethical obligation to society. Foucault 
makes clear that concerning the self with the self is intrinsically connected with civil 
society — that in part, a focus on the self contributes to the best interests of 'the city'. 
From this perspective, a 'focus on the self does not fall into the category of narcissism, 
lifestyle choice, or liberal self interest (McLaren 2002, p. 159). It is certainly a privileging 
of the self, but in the cultivation of oneself as an ethical subject and citizen. In speaking 
of Socrates' 'invitation to others to occupy themselves with themselves', Foucault 
(2000b, p.227) argues that a focus on the self is as much an ethical act as, say, deploying 
military protection in a war: 
[Socrates] mission is useful for the city — more useful than the Athenians' military 
victory at Olympia — because, in teaching people to occupy themselves with 
themselves, he teaches them to occupy themselves with the city (Foucault 2000b, 
p.227) 
Voice and agency — hooks 
I have commented in Chapter 2 about the ways in which dominant discourses can 
marginalise policy subjects. One of the effects of marginalisation is 'silencing' — the 
absence, dismissal of, and ignorance of marginal voices (hooks 1981, Spivak 1988). In 
Foucaultian terms, the effects of power flowing through subject positions privileged 
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within the discourse is different to that flowing through those marginalised by it. This 
includes the power of individuals to define themselves outside the constraints of marginal 
subject positions imposed upon them by the dominant discourse. Given concerns about 
silencing, it no surprise that the concept of 'voice' or 'coming to voice' has been central 
to discussions in liberatory, especially feminist, theory. 
'Voice' is both a literal and symbolic construct in the work of feminist and post-
colonial theorists. Terminology relating to voice — including the word voice itself 
(Collins 1991, Donovan 1998, Rabinowitz 2001), talking and 'talking back' (hooks 
1989), silence (Trinh 1989), and speaking (Spivak 1988) — can be found across the 
literature. In the context of second wave feminism, Betty Friedan's (1963) 'Feminist 
Mystique' represents one of the early, pivotal works about the silencing of white middle 
class women, and a certain coming to voice. Friedan's (1963) thesis about white 
American women's 'unspoken' psychological pain gave 'voice' to a problem (the 
'problem that has no name') that had hitherto been invisibilised by dominant patriarchal 
and capitalist discourses. Feminists in the field of post-colonial and race studies, such as 
Collins (1991), hooks (1989), Mohanty, Russo and Torres (1991), Mohanty (2003) and 
Trinh (1989) explore the silencing of racially and ethnically marginalised women, both 
by white women and all men. 
'Coming to voice' speaks broadly to the notion that women and people of colour, 
whose perspectives have historically been maligned, disbelieved, discounted, and ignored 
within dominant discourses (Scutt 1983, Kaspiew 1995, Hunter 2002), gather the skills, 
courage, self-esteem and strategic capability to properly formulate and articulate those 
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perspectives, breaching the discursive limits of their subject positions. Here, bell hooks' 
(1989) notion of 'Talking Back' against dominant representations constitutes an act of 
resistance and agency. Hooks (1981, 1984, 1989) has written extensively about voice, 
marginality, and resistance. 
Davidson & Yancy (2009) speak of bell hooks as a woman who challenges 
silences within her lived contexts and who considers the practice of 'naming' — that is 
the naming of problems within dominant discourses as she sees them — as an act of 
empowerment. Hooks (1989) describes incidents in her childhood where questioning or 
retorting of parental statements or requests led to punishments for her; punishments 
designed to stop her 'talking back': 
Back talk is not inherently a form of disrespect; it can function as a mode of self-
assertion, a way of being agential, a way in which we are able to make ourselves 
known, recognized, and valued. Back talk is a mode of coming to voice, a way of 
"taking a stand" as when one resists. It is a species of fearless speech. Hence, for 
hooks, voice is a powerful vehicle in terms of which we name who and what we are 
(Davidson & Yancy 2009, p.l). 
Hooks commonly shares anecdotes in her writing to illustrate the operation of 
silencing practices in the spaces of her own teaching and research work: 
Encouraging students to speak, I tell them to imagine what it must mean to live in a 
culture where to speak one risks brutal punishment - imprisonment, torture, death. I 
ask them to think about what it means that they lack the courage to speak in a culture 
where there are few if any consequences. Can their fear be understood solely as 
shyness, or is it an expression of deeply embedded, socially constructed restrictions 
against speech in a culture of domination, a fear of owning one's words, of taking a 
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stand? Audre Lorde's poem, 'Litany for survival, addresses our fear of speech and 
urges us to overcome it: 
And when we speak we are afraid 
Our words will not be heard 
Nor welcomed 
But when we are silent 
We are still afraid 
So it is better to speak 
Remembering 
We were never meant to survive 
To understand that finding a voice is an essential part of liberation struggle - for the 
oppressed, the exploited a necessary starting place - a move in the direction of 
freedom, is important for those who stand in solidarity with us' (hooks 1984, p.17). 
As an educationalist, hooks (1994a, 2003, 2010) writes extensively about the 
exercise of voice in educational institutions and contexts and of the role education can 
play in facilitating and supporting (or denying and impeding) voice. In the following 
excerpt, she notes the continuing white, patriarchal practices in higher education that 
silence women from racial and ethnic minorities: 
Very little praise is given Women's Studies, Black Studies/Ethnic Studies, for the 
amazing changes these disciplines spearheaded in higher education. When progressive 
white men created the alternative discipline of cultural studies, teaching from 
progressive standpoints, the success of their programs tended to overshadow the 
powerful interventions made by women and men of color simply because of the way 
white-supremacist thinking and practice rewards white male interventions while 
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making it appear that the progressive interventions made by w o m e n and m e n of color 
are not as important. Since cultural studies often included recognition of race and 
gender, even as it allowed for the maintenance of the hegemony of white male 
presence, it unwittingly became one of the forces that led colleges and universities to 
dismantle Ethnic Studies and Women's Studies programs with the argument that they 
were simply no longer needed (hooks 2003, p.6). 
Her examples also illustrate the day to day ways in which marginalised subjects 
remain invisible in what she terms a 'white supremacist' world: 
Time and again I come to do anti-racist work at liberal arts colleges that I am told are 
"all white" only to find that the majority of support staff and service workers are non-
white. The presence of black and/or people of color who are not seen as class peers is 
easily ignored in a context where the privileged identity is white (hooks 2003, p.36) 
The social and practical processes for 'coming to voice', like that of Foucault's 
'confession', might be said to include practices of both subjection and agency. Speaking 
in a manner that will be understood or recognised in the dominant discourse commonly 
requires 'schooling' in the strategies for speaking in that dominant culture and efficacy in 
its deployment. English language learning in western settlement contexts illustrates just 
such a bind. English has been theorised as the language of colonisation and, yet, it also 
operates as an enabler through which migrants can form social connections and 
participate in all aspects of citizenship. Further, the capacity to attract the level of respect, 
status, importance, regard or relevance in a debate, so as to ensure one's 'voice' counts, is 
frequently connected with the way in which one is represented against dominant cultural 
norms. I explore these issues especially in Chapter 9. 
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Conclusion 
I have expressed a feminist concern for refugee women's circumstances in terms 
that link material outcomes in their lives with their representation in educational policies. 
My expression of these concerns is steeped in the theoretical language of Foucault. 
Foucault is a philosopher of interest to feminists because of the possibilities he offers for 
liberatory politics (McLaren 2002). While his theoretical work and the post-structural 
tradition with which he is associated have posed particular challenges to feminism, 
nonetheless his theorisations of discourse, power, and the subject open up possibilities for 
resistance beyond the traditional feminist politics of the Enlightenment. 
With respect to my own project, Foucault's (2002a, 2002b) theorisations of 
discourse and representation frame my concerns about the marginalising effects of 
representing particular subject positions in relation to dominant norms. Foucault's (1980, 
1990a) 'analytics' of power provides the basis for my methodological engagement with 
voices marginal to the dominant discourse. His views on the subject highlight the 
limitations with current representations of refugee women, and provide the analytical lens 
through which I explore the views of interviewees in this study. Foucault's directive to 
regard everything as 'dangerous' is reflected in Choules' (2007) perspective that we turn 
our eyes to the operations of privilege in constructing social justice subject 
representations; even privileged individuals and organisations acting 'in the best 
interests'. 
Having outlined the theoretical concepts 1 have engaged to frame my problem and 
its investigation, I will proceed in Chapters 4 and 5 to a practical illustration of the ways 
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in which representations of refugee w o m e n in refugee policy environments have been 
marginalising. Chapter 4 is focused on representations of refugee women which arise at 
what I deem the 'macro level' of policy, from the Refugee Convention and in refugee 
service policy environments. In Chapter 5 I examine the effects of representations upon 
refugee women in the local context of Australian settlement education environment. 
CHAPTER FOUR 
REPRESENTATIONS OF REFUGEE WOMEN IN POLICY AND THEIR 
MATERIAL 'REAL WORLD' EFFECTS 
Introduction 
In Chapter 2 I argued the importance to social justice research of drawing a link 
between the nature of privileged representations of marginal groups (Choules 2007) and 
the material effects which transpire from these (Foucault 1980, McLaren 2002, p. 123). I 
located my concerns about the representation of marginal subjects in government policy, 
drawing attention to education as an area of social justice significance. It is the impact of 
representations upon refugee women which concerns me, and to which I now turn my 
attention. 
Chapters 4 and 5 are used to evidence and illustrate my concerns about negative 
and limiting representations of refugee women and their material effects. These chapters 
support my broad proposition that at least since the inception of the Refugee Convention, 
negative and limiting representations of refugee women have prevailed in policy 
environments pertaining to them. I use Chapter 4 (this chapter) to illustrate the operation 
of such representations in 'bigger picture' discourses such as international law and in 
certain settlement service regimes. Understanding these representations provides context 
and significance to the contestatory accounts which are explored in Chapters 9 and 10. 
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I begin this chapter by outlining some of the terminology used in forced migration 
policy and research of relevance to this thesis. This includes some reflections by refugee 
women (from the literature and my work history — see Chapter 1) on the term refugee. I 
then turn my attention to some of the negative and limiting representations of refugee 
women which have prevailed in the international policy and services literature on refugee 
women. Refugee women have commonly been invisibilised and treated with tokenism in 
the policy and research environment (Indra 1999). I reflect in particular on the problem of 
balancing descriptions of refugee women's acutely oppressive circumstances with 
representations which do not re-inscribe a dominant notion of them as 'victims' only. 
The negative representations of marginal subjects at multiple levels of policy, 
have compounding material effects (Olssen, Codd & O'Neill 2004). By way of 
illustration, I explore the ways in which refugee women and their experiences have been 
rendered 'invisible' under the current Refugee Convention. Next, I examine the ways in 
which representations of refugee women have been re-inscribed through mental health 
support policies for refugees (Gozdziak 2004). Finally, I position my own work amongst 
a set of new approaches evolving in support policy — particularly education. These new 
approaches centre refugee women's voices in shaping frameworks for policy response, 
and seek to contest hegemonic representations of refugee women within them. 
Definitions 
Forced Migration, Refugees and Asylum seekers 
Forced migration is used to describe 'the movements of refugees and internally 
displaced people (people displaced by conflicts) as well as people displaced by natural or 
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environmental disasters, chemical or nuclear disasters, famine, or development projects' 
(FMO 2010). In 2009, the United Nations High Commissioner for Refugees (UNHCR) 
estimated that 42 million people had been forcibly uprooted by conflict and persecution 
(UNHCR 2009a). Refugees are a category of forced migrant who move as a consequence 
of persecution, and whose status is officially recognised under the United Nations' 1951 
Convention for Refugees and its 1967 Protocol (UN 1996). A refugee is any individual 
who, 
Owing to well-founded fear of being persecuted for reasons of race, religion, 
nationality, membership of a particular social group or political opinion, is outside the 
country of his nationality and is unable or, owing to such fear, is unwilling to avail 
himself of the protection of that country; or who, not having a nationality and being 
outside the country of his former habitual residence as a result of such events, is 
unable or, owing to such fear, is unwilling to return to it (UN 1996, p. 16). 
Critical elements of the definition include that the individual must be outside her 
country of origin, that a well founded fear of persecution must have precipitated her 
flight, that her fear must relate to one of the five Convention grounds, and that the 
individual must be unwilling or unable to seek the protection of her country (RCOA 
2008). Like other legislative documents, the Refugee Convention has been open to 
interpretation. Its provisions are rendered material through their deployment by state 
legislative bodies15, judicial interpretation16, and their reading in tandem with other 
15
 See for example amendments to the definition of 'persecution' under Australia's Migration 
Legislation Amendment Act [No. 6] 2001 (Cth). 
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binding United Nations (UN) treaties17. Further, the UNHCR (UNHCR 1991, 2002b, 
2002c) and other state based bodies (see for example ORB 1993, DIAC 1996) have 
issued 'interpretative' documents, such as Gender Guidelines, designed to guide reading 
of the Convention. 
Australia was only the sixth signatory to the Refugee Convention (DIMIA 2005, 
p.4). Asylum applications to Australia take place on-shore and off-shore. Successful 
applicants are deemed to be part of Australia's 'Humanitarian' migration stream (there 
are different streams of migration to Australia, such as economic migration) (DIMIA 
2005). An asylum seeker is any individual seeking protection (under the Convention), but 
whose status as a refugee has not yet been confirmed nor granted (Cugafi, Lurie & Piper 
2002, p. 3). In Chapter 2 I noted the discourses in Australia which have shaped negative 
attitudes towards and fear of asylum seekers arriving by boat. The debate has been 
significantly re-ignited during 2010 in the wake of an impending federal election. As 
noted in Chapter 2, Refugee Convention signatories are required to honour their 
protection obligations to asylum seekers, no matter the mode of arrival (UN 1996, RCOA 
1999). 
16
 See for example Canada (AG) v Ward 1993, Matter of Kasinga 1996 [U.S.A.], and MIMA vs 
Khawar 2002 [Australia] in Hunter 2002, p.l 1) 
17
 See for example the Convention on the Elimination of Discrimination Against 
Women (CEDAW) (DESA 2009). 
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Limitations of the Convention 
Concerns about the Convention commonly relate to those it excludes. For 
example, the 'nexus' clause, which links the fear or experience of persecution with 
particular categories of people excludes the internally displaced and economic migrants 
(Cugati, Lurie & Piper 2002, p.3). The Convention also excludes people affected by 
epidemics, ecological degradation, environmental disasters, or circumstances of 
generalised violence and social unrest (Marston 2003, p. 13). In this sense, the Convention 
has been critiqued as an historically specific document, unsuited to the dynamic social, 
political, and geographical circumstances surrounding it (Valji et al. 2003). 
Of relevance to a thesis on refugee women are feminist concerns about the 
capacity of the Convention to protect women's rights (Indra 1999, Kelley 2001). Eighty 
percent of the world's refugee population consists of women and their dependent children 
(UNHCR 2002b, p.7; ANCORW 2009). However, gender is absent as a discrete ground 
for protection under the Convention, and critics have argued that readings of the 
Convention do not adequately encompass or recognise women's discrete experiences of 
persecution (Valji et al. 2003, MacKinnon 2006). I explain the gendered limitations of 
the Convention later in this chapter. 
Important distinctions between forced migration and other forms of migration 
The boundaries between forced migration and other migration categories are often 
blurred in political and media representations of refugees (Clyne 2005). In particular, 
there are important policy and practice reasons for distinguishing between the refugee 
and migrant experience (Cugati, Lurie & Piper 2002, p.3, Pittaway 1991). Forced 
103 
migration is characterised by 'push' factors, rather than 'pull' factors. Refugees in 
particular often leave their countries of origin without warning or planning (Kaplan 1998, 
p. 63, Cugati, Lurie 8c Piper 2002, p.3), and are unable to pack or farewell loved ones 
(Pittaway 1991, p.8). Other migrants usually have at least some choice about where they 
migrate to, and some prospect of returning home (Cugati, Lurie & Piper 2002, p.3). As 
Pittaway indicates: 
[Migrants] come with the hope that they will see their family again, if only for 
holidays. They come with the knowledge of where their families are, and can contact 
them by mail or by telephone whenever they wish to (Pittaway 1991, p.8). 
For refugees, there are often fewer prospects for communication with families in 
the home country because of the environment they have escaped, and its impact upon 
utilities, services, and people. 
In the settlement environment, refugees, like other migrants, may be challenged 
by learning a new language, adjusting to new surroundings, finding a place to live, 
adjusting to a new education system, accessing work, bridging a new culture, and 
grieving for those left behind (Kaplan 1998). However the refugee experience can have 
profound effects on mental health, an individual's capacity to learn or find employment, 
and family relationships. Refugees are often described as living with an 'open suitcase', 
because it was never their desire (had circumstances been better) to leave in the first 
place. 
Distinctions between refugees and other migrant groups are sometimes obscured 
in political, media, and community debates about migration. Discourses about choice, 
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fairness, and economic advantage for example, sometimes inappropriately shape 
conversations about refugees (Clyne 2005). As Cugati, Lurie & Piper (2002) note 'The 
concerns of refugees are human rights and safety, not economic advantage' (Cugati, 
Lurie & Piper 2002, p.3). The Former Deputy Prime Minister, Costello's18 (2006) use of 
the phrase 'if they want to come here' in a 2006 address to the Sydney Institute illustrates 
a fundamental misunderstanding of differences in migration categories. So too does the 
requirement that refugees sign Australia's Values Statement. The conditions for 
autonomous 'choice' or agreement to such conditions are absent, because refugees fear 
refoulement (a forced return home). 
Some refugee women's perspectives on the 'refugee' label 
In keeping with my desire to centre women's voices in this thesis, I will here 
outline briefly some of the ways in which women in the literature, including those I have 
worked with (see Chapter 1), have engaged with the label 'refugee'. For particular 
illustrative effect, I draw on an interview conducted by Roberson (1992) with Muna, a 
young Palestinian refugee woman. The fundamental experience of flight through fear 
signals the end of one type of identity and the beginning of another. Refugees, who may 
be forced to migrate with no access to the usual institutions of authority that legitimise 
and mediate their citizenship, are instead defined against a process. Muna states: 
1
 Peter Costello held the ministerial portfolio of Treasurer in the government of John Howard 
between 1996 and 2007. As deputy leader of the Liberal party, he occupied the position of Deputy Prime 
Minister during these years. 
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I had nothing to tell m e where I was from. M y birth certificate was lost. Our deeds to 
our lands were lost.. . We couldn't carry anything with us. We had no way to say our 
identification (Refugee woman in Roberson 1992, p.39). 
Some women acknowledge the term 'refugee' as a dominant label necessary to 
accessing their rights under government policy and community service frameworks, 
although they might not ordinarily characterise themselves in terms of it. Others claim the 
label in order to act as examples of survival to other migrant and displaced women. The 
women in this study generally accepted the label, but in various ways — some 
triumphantly, some pragmatically, some incidentally. 
There are also women who reject the term. Resistance to the label refugee can 
flow from many well founded fears such as the stigma it carries, and concerns about 
being characterised in terms of that label only: 
They started labelling us as refugees . . . .And we became this label... I thought, the 
fact that we are refugees and we are poor, that doesn't mean we are poor in mind, that 
we cannot make things, that we cannot do things (Refugee woman quoted in Roberson 
1992, p. 39). 
A woman's position in the refugee process (such as new arrival or in detention), 
her qualitative experience of the refugee process itself (whether positive or negative), and 
her length of time in the country, would all appear to influence her response to the label. 
Roberson (1992) notes a changing relationship to the term for Muna. These stages 
included: 
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(1) Coming to awareness of the attribution of refugee identity — 'We became 
this label'; 
(2) Self acceptance — T refused to be ashamed'; 
(3) Refugee pride — 'We started to look at it positively'; and 
(4) Death of the refugee identity — 'We are Palestinians' (Roberson 1992, 
p.38-39). 
After phases of shock, fear, shame, and anger, some refugee groups embrace use 
of the term as a means of creating political visibility (Roberson 1992, p.39). In Muna's 
case, there was indignation over the negative connotations attached to the 'label' refugee. 
This anger created the conditions for a site of resistance. 
The literature contains numerous examples of individuals and groups of women 
becoming politicised at particular stages of the refugee process (Mayer-Rieckh 1993, 
Callamard 1999, Pittaway & Bartolomei 2005d). According to Callamard (1999), 
refugees may struggle against the meanings - of refugeeness, repatriation and places 
of return - imposed by the outside world and the camp management (Stepputat, 1994; 
Mandani, 1973.) Refugee women's experiences before becoming refugees, in flight 
and during asylum can lead to empowerment through a process of politicization and 
self-awareness (Moussa 1991; Bennett et al., 1995; Christensen, 1983.) (Callamard 
1999,p.202). 
Transitional locations can sometimes be the site of consciousness raising or 
education. Muna, for example, was heavily influenced by a number of significant 
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teachers (Roberson 1992, p.39). Muna's actions with her family to improve the quality of 
their lives created a greater sense of hope, and less distress about the identity label. 
We were improving ourselves . .the refugees were working very hard - much harder 
than some of the Ramallah people. We started selling and working and controlling the 
whole business there. So we started to look at it positively. If people wanted to say 
something negative, we told them, 'Look at what we've done.' (Roberson 1992, p.39). 
Muna's reflexive engagement with her experiences led her to contest the 
dominant meanings implicit and explicit to hegemonic uses of the term refugee. 
For some individuals, long term identification as a refugee is connected with 
continuing emotional scars from the home country experience. Repatriated in the U.S., 
Muna tells a story of feeling physically ill after seeing men in army uniforms during her 
participation in an anti Vietnam war rally. The uniforms reminded her of conditions at 
home. Ultimately, refugee identity is a complex matter, and women's association with the 
label is contingent on their life experiences, and the meanings they make of these. 
However, most refugee women with whom I have worked would reject the demeaning 
connotations commonly attributed to the label through the dominant discourse. 
My use of forced migration terminology in this thesis 
While I have a broader social interest in the impacts of movement on all forced 
migrants, for the purposes of this study my scope is limited to women afforded refugee 
status under the Convention by the Australian government. Such a choice enables me to 
focus on a particular area of government policy - settlement education as it speaks to a 
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specific group, refugee women. In line with Australian government policy language, I 
also invoke the term 'humanitarian entrants' where relevant. 
I understand that making this choice to privilege refugee women necessarily 
excludes a range of other women, with both official and unofficial status, and who have 
been subject to 'non official' forms of forced flight. Also absent from the study are 
women who simply reject the label. This is of particular concern given the argument 
(with which I agree) that such women are especially marginalised. However, as 
articulated in the Chapter 1,1 bring to this study some decades of experience working 
with refugee women and girls, and their voices accompany me in my work. Further, as a 
policy worker and advocate, I consider it can sometimes be best to make our case in 
relation to the more visible of a marginal group first. I have elected to work with a group 
of arguably more 'visible' refugee women, hypothesising that the principles and 
outcomes in my work may have applicability for less visible women. 
Problems with representations of refugee women 
Since the inception of the Refugee Convention, criticism has grown about its 
capacity, and the capacity of other support policies, to respond to the needs of refugee 
women (Martin 1991, Indra 1999, Kelley 2001, Pittaway 2001). These material effects — 
the absence or limitation of rights and supports for refugee women — are linked closely 
with the ways in which refugee women have been represented and framed in the policy 
debates and research. Principle amongst these criticisms is that refugee women's interests 
and experiences have remained invisible (Indra 1999, Kumin 2001). The belated 
influence of second wave feminism and the International Decade for Women saw an 
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increasing focus on 'women'; however commonly refugee women's needs were included 
as ancillary or incidental considerations next to 'mainstream' debates (Indra 1999). While 
refugee women's issues now receive greater attention from policy makers and 
researchers, there are still concerns about negative and limiting elements of the 
representations of refugee women in these spaces (Johnson 2006). I shall speak to each of 
these issues in turn — representational absence and invisibility, representational 
tokenism, and representational ghettoism — before illustrating their important connection 
with material effects for refugee women. 
Absence 
Prior to the 1990s, refugee women's needs and interests were largely invisible 
within a 'wider' forced migration policy agenda. The fact that gender was not even 
considered amongst the overt grounds for protection under the Convention (Kumin 2001) 
reflects a wider social phenomenon, including in forced migration research, of the 
invisibility of women's experiences. The problem here is the application of a universal, 
white male standard to the evaluation of women's experiences (MacKinnon 2006). The 
efforts of second wave feminism had a belated and limited impact in the development 
field, and were even more belated for refugee women. Mayer-Rieckh (1993) contends 
that, even after the UN Decade for Women, 
Only scarce information exists about even the most basic questions relating to refugee 
women, the availability of statistical data is minimal, and the general interest in such 
information is still low. This lack of interest in data collection is accompanied by a 
lack of research specifically aimed at refugee women Policy makers, donors, 
researchers and refugee workers tend to neglect both the specific problems faced by 
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refugee women as well as the resources they can offer even in the most difficult 
circumstances (Mayer-Rieckh 1993, p.l). 
Inclusion 
It is largely through the efforts of women and feminist researchers and activists 
that the 'problems' with gender blind policy were brought to the forefront. Kelley (1989), 
Martin (1991), Callamard (1999) and others pioneered the notion that refugee women had 
discrete sets of needs, hitherto unrecognised by dominant policy regimes. Spencer-
Nimmons (1994) is credited with charting the rise of literature which began to consider 
women in forced migration (Indra 1999). 
While the inclusion of women was important, there remained a fundamental 
gender blindness in policy response (Indra 1999). Policy focused environments such as 
international law and academic conferences tended to treat 'women's issues' as incidental 
to mainstream debate (Indra 1999, p.4). After Harding (1995), this has been characterised 
as an 'add women and stir' approach. Here, the intrinsically gender biased nature of 
'mainstream' issues was left intact, while women's 'problems' remained firmly 
positioned with women. 
A gender focus 
Further work in the 1990s (Giles et al. 1993, Callamard 1999, Indra 1999) drew 
increasing attention to the refuge experience as 'gendered'. Indra's (1999) volume in 
particular engaged at a theoretical level with the limitations of an 'add women and stir' 
approach. As she comments early on T do not mean to be overly critical here. The rise of 
representational gender ghettos is most certainly an advance over not mentioning gender 
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or w o m e n at all' (Indra 1999, p.5). However in Indra's eyes, while women's visibility 
should be celebrated, there remained significant problems with the nature of 
representations which transpired. In particular, she notes that women's visibility has not 
coincided with a critical view of gender: 
Even fifteen years ago, gender rarely surfaced in folk representations and practice 
concerning forced migrants. Refugees were sometimes spoken of as women, men, or 
children, but typically either in passing, in relation to idealized, traditional 'family' life 
and roles, or in regard to programs aimed specifically at family unification, women's 
health, or unemployment. 'Generic' employment and health programs were 'for 
everybody' and therefore were not usually seen as gendered (Indra 1999, p.xii). 
Indra (1999, p.4) draws on broader debates in the feminist academy (see also 
Chapter 3) to suggest that equating 'gender' with 'woman' is not helpful: 
Feminists inside and outside anthropology argue that framing research with an 
axiomatic, invariant category "woman" risks a number of things: focusing on 
presumed rather than research-supported similarities among women; masking or 
backgrounding differences amongst them. ..; and unproductively deflecting attention 
away from context specific-social, political, and cultural constructions of gender 
(Indra 1999, p.8). 
A key problem with the focus on 'women' in forced migration policy, is its 
universalising and homogenising potential. First, it can encourage slippage towards a 
coherent representation of a group of women, masking the nuances of difference, 
complexity, and locality. Gozdziak describes an alternative: 
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Conceptualizing gender as a relational dimension of human activity and thought 
allows us also to pay attention to refugee women in different positions within the same 
society (female heads of refugee households, orphaned girls, rural or urban refugee 
women, etc) and in relation to different categories of men (husbands, fathers, brothers, 
spiritual leaders, clan leaders, etc) (Gozdziak 2004, p.5). 
A universalising approach speaks to 'bounded, organic wholes', which do not 
elucidate the 'ways that particular societies, cultures, classes, political forces, laws, and 
programs are differently organized for women and men, and for various subcategories of 
women and men' (Indra 1999, p.xiv). 
In forced migration particularly, universalising categories such as 'woman' are 
seen to have colonial implications because of the ways in which they been invoked by 
privileged, white, western women (Spivak 1987; Ogundipe-Leslie 1996) (Indra 1999, 
p.8). As Indra (1999) notes: 
We ... have to be aware of the conceptual trap prevalent in both popular and 
academic discourse of comparing images of Western 'liberated' women to a 
caricatured image of a backward and unenlightened Oriental Other (Indra 1999, p.8). 
In tandem with Johnson (2006), Indra (1999, p. 8.) critiques the role of Northern 
privilege in propagating homogenous representations of refugee women, which have 
tended to emphasise their subject status as passive victims. According to Johnson (2006) 
"The figure that is emblematic of the 'refugee' has become that of the victimized 
woman'. Johnson (2006) argues that Northern representations of refugees as victims (see 
also Nyers 2004; Baines 2004), popularised in the modern symbolism of a woman and 
child, constitute refugees 'as the necessary and ultimate 'Other' to the citizen'. 
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Challenges in representing refugee women 
It is inevitable that in a thesis about the link between negative representations and 
marginalising effects for refugee women, the nature of those negative effects will be 
described. In the next part of this chapter I link representations of invisibility with 
outcomes for women claiming asylum and also illustrate the consequences of victim style 
representations of refugee women for service policies supporting them. However, such 
descriptions raise serious questions for the researcher who is concerned to avoid 
representations of refugee women as vulnerable and victims and who professes a desire to 
emphasise agency. In particular, how can one can balance an agentic representation of 
refugee women while not 'downplaying' the acute nature of 'real world' circumstances 
faced by these women (the very same experiences which, I argue, have been commonly 
been invisibilised)? It would seem pivotal at this point, to reflect on the implications of 
this problem for my own work. 
I share concerns with some forced migration theorists (Indra 1999, Johnson 2006) 
about the blanket representation of refugee women as victims. Like Pittaway (2001), I am 
deeply conscious of 'the danger of creating and furthering the stereotype of refugee 
women as damaged and in need of care' (Pittaway 2001, p.140). The concern about 
refugee women as victims is accentuated because these representations are excessively 
promoted, and saturate western representations of these women, over any other possible 
types of representation. The refugee woman as victim — as a subject of western 'charity' 
(Choules 2007) — is indeed a 'straw effigy' whose locality, complexity, and agency is 
dismissed or underplayed. 
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As a researcher, I a m no doubt constituted within such discourses, however I take 
heed of Spivak's (1989) imperative to interrogate my own desires. In a thesis about 
agency, the language of representation would seem a useful place to begin. I am 
influenced by the writing of Indra (1999), Johnson (2006), Pittaway (2001), Gozdziak 
(2004) and others in considering how I 'represent' refugee women. In speaking of her 
own research, Pittaway notes, 
The strength and resilience of the women and their determination that their families 
succeed in Australia were expressly acknowledged, and the notion that they are 
survivors, not victims, was always stressed (Pittaway 2001, p. 140). 
Avoiding the language of victimhood, and emphasising the language of survival, 
is one small strategy for changing representations of refugee women. 
I have also framed the research endeavour in relation to agency. My interviews 
with refugee women are focused on the ways in which agency operates in their accounts, 
and my shaping of the interview questions and process presupposes the agency of refugee 
women by engaging with them on foundational questions in education (for further details 
of this method, see Chapter 7). 
However the question remains, does a description of refugee women's 
experiences automatically equate with their representation as victims? And does 
reference to a category 'refugee woman' negate differences? As Mayer-Rieckh (1993) 
argues, a balance must be struck between presenting more complex pictures that take 
account of refugee women's agency and recognising the real material circumstances of 
refugee women: 
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While I agree that it is important not to portray refugee w o m e n as archetypal victims 
but rather as active agents, as that gives scope for theorizing reactions, resistance and 
possibly change, it also needs to be emphasized that in most refugee camp 
environments the scope for women's resistance and struggle for change is rendered 
minimal. In this context one has to refrain from a 'glorification' of refugee women's 
'heroic acts of opposition' against oppressive practices as this tends to mystify reality 
rather than unveil it (Mayer-Rieckh 1993, p.26). 
Policy advocates, such as Martin (1991), Kelley (2001), Gozdziak (2004), and 
Pittaway (2001) in Australia, have campaigned hard to have refugee women's discrete 
and difficult environments and circumstances recognised. 
I would argue that one must consider the purpose of such descriptions in an 
overall research or writing endeavour. I include descriptions of the gendered refugee 
experience in this chapter, and especially Chapter 6, because I consider they are pivotal to 
contextualising the effects of negative representations on these women. Further, I would 
argue that the field must give due consideration to balancing such representations, 
especially through the inclusion of refugee women's voices. This thesis, as I have argued, 
is primarily concerned with illustrating the operation of agency through refugee women's 
accounts. 
Further, I should comment about the challenges of invoking a category such as 
'refugee woman'. I have explained my rejection of a universal subject 'woman' in 
Chapter 3, however I would nonetheless contend that there are circumstances in which it 
is useful to describe common experiences for groups of women. If one particular group of 
women is marginalised by the dominant discourse according to a set of characteristics, 
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then it can be meaningful to describe or reflect upon experiences that might be c o m m o n 
to such women. I do precisely this in the thesis. 
The Refugee Convention, representations, and material effects 
Women and the Convention definition 
Feminist and human rights activists have criticised the capacity of the current 
International legal framework to protect women's interests (see Indra 1987; Castel 1992; 
Kumin 2001; Valji et al, 2003; MacKinnon 2006). Drafted in the language of its time, 
the Refugee Convention invokes use of the male pronoun as a universal practice and 
excludes sex and gender from its grounds for persecution. As Valji et al (2003) explain, 
[Fjorged in the crucible of post-World War II Europe,' the treaty consolidated 'both 
the official and the popular notion of the typical asylum seeker as a male dissident, 
tortured or imprisoned by the state for traditional political activities (Valji et al 2003, 
p.62). 
Kumin (2001) places this action in historical context: 
When the fathers of the 1951 Convention - all men - drew up what would become the 
Magna Carta of international refugee law They did not deliberately omit 
persecution based on gender — it was not even considered (Kumin 2001, p.l). 
Early human rights instruments in particular were drafted and interpreted within 
broader social discourses about the public/private divide. Public actions of violation 
(especially as perpetrated against men) were positioned as a legitimate concern of the 
state and human rights instruments, while events taking place in the 'privacy' of home 
and family have been interpolated as 'domestic' matters — outside the scrutiny of the 
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state. Such a world view has had the effect of making women's experiences invisible, 
given that many women's experiences of violence take place in the 'private' sphere. 
Suggestions for rendering women's experiences visible are usually articulated in 
legal or cultural terms. Specificts advocate the inclusion of gender as a sixth ground for 
protection, arguing that in order for women's experiences to be recognised, women or 
gender should be mentioned specifically in the Convention. Universalists argue that it is 
the failure of Convention interpreters, rather than the Convention itself, which is at fault 
and that women already are or should be included in its reading; they argue for a more 
inclusive, gendered reading of current grounds, (Indra 1999, Crawley 1999, Valji et al. 
2003, p.62). Either way, the underlying criticism links representations of women (that is, 
their literal or virtual absence) with material effects under the Convention. 
The argument to leave the definition as is, and instead 'engender' international 
law, relies heavily on the view that it is not the instrument which is at fault, but rather its 
interpretation (Crawley 1999). Indeed, it has been argued that the discrete inclusion of 
'women' or 'gender' would undermine women's equal rights to recognition under the 
Convention (Crawley 1999). The UNHCR has recognised that Convention readings are 
not always inclusive, and introduced documents to guide gender sensitive readings for 
nation states (Tadjbakhsh 2001, p. 184). Further, signatories are required to read the 
Convention in tandem with other relevant treaties (including the Convention on the 
Elimination of all Forms of Discrimination Against Women (DESA 2009) and its 
protocol) which speak to the protection of women's rights. Certain countries, including 
Canada, the United States, and Australia, have responded to concerns about gender 
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insensitivity through the introduction of their o w n guidelines (Macklin 1999). A further 
argument that the current wording is sufficient for women's needs relates to the existence 
of the fifth ground — other social group — which it is argued can encompass women's 
interests. Notwithstanding that significant advances have occurred in humanitarian law 
and its practice that have increased the visibility of persecutory acts that are particular to 
women, concerns remain about the capacity of each of these provisions to protect women. 
Refugee women as invisible - limitations with the 'universal reading' argument 
While hypothetically the subject of the Convention language is inclusive, in 
practice many women's experiences, especially those which occur in the private sphere, 
have either been ignored, or equated with those of men. The material effects of this 
representation are significant. As Mayer-Rieckh (1993) explains it 'A gender-less 
stereotype of'the refugee' completely ignores the way in which gender forms an 
organizational element of humanitarian assistance and refugee lives' (Mayer-Rieckh 
1993, p. 14). Women often fear persecution either for different reasons from men, for 
reasons more common to women than men, or for the same reasons as men, while 
experiencing it differently (Wallace 1996). In particular, harms perpetrated against 
women in the 'private sphere' have commonly been interpreted as being outside 
Convention grounds (CGRS 2009). The term 'Gender Based Persecution' has been 
coined to bring greater visibility to women's particular experiences, although it is a term 
with no legal meaning in international law (UNHCR 2002c, p.2). 
The ways in which women's experiences, especially of violence, have been 
'invisibilised' in legal and policy frameworks has been theorised extensively (Scutt 1994, 
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Kaspiew 1995, MacKinnon 2006). In the human rights field, MacKinnon (2006) makes < 
compelling argument that women's experiences of persecution are discounted through 
discourses of'normality' and 'abnormality': 
Before atrocities are recognized as such, they are authoritatively regarded as either too 
extraordinary to be believable or too ordinary to be atrocious. If the events are socially 
considered unusual, the fact that they happened is denied in specific instances; if they 
are regarded as usual, the fact that they are violating is denied: if it's happening, it's 
not so bad, and if it's really bad, it isn't happening (MacKinnon 2006, p.3). 
Discourses that 'normalise' 
The discourse of normality labels women's experiences (of violence) as 'normal' 
for women generally, or women of a particular culture (see Assafiri & Dimopoulos 
1993), and thus not a form of persecution (Valji et al 2003, p.67). Such attitudes are 
captured in the comments of refugee camp managers reported by Pittaway & Bartolomei 
(2005e) Tf you can find a woman in this camp who has not been raped I will give you a 
prize,' and 'But they are all at risk! Do you want to resettle every woman in this camp?' 
Even for women experiencing persecution under the same category as a man 
(such as race or religion), if the act is gender-specific, then 'it [has not been] readily 
recognized as a persecutory act within the definition of the convention' (Kelley 2001, p. 
561). Thus, it might be 'abnormal' for the (male) subject of the Convention, although it 
might be considered 'normal for a woman'. As MacKinnon (2006) argues, in this 
scenario 'woman' is not regarded as equivalent to 'human'. 
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Cultural relativism is a discourse through which refugee women's experiences are 
commonly normalised. From an international law perspective, Charlesworth (2001) 
explains cultural relativism as 'The claim .. .that if international human rights norms 
conflict with particular cultural standards, the particularity of culture must take 
precedence over universalising trends'. With specific regard to women, this manifests in 
the clash between two different representations of women's experiences. In one 
representation, women's experiences are framed as an infringement of women's human 
rights. In another, they are framed as 'natural' to a cultural practice, which should be 
respected by the international community. Here, a clash is represented between a practice 
as innately sexed and 'natural', or the competing claim of the practice as a human rights 
infringement, expressed in a particularly sexed/gendered way. 
Crawley (1999) situates the cultural relativism debate in broader historical 
feminist theorisations of the public/private divide. In international law, women's 'private' 
experiences have commonly been deemed the purview of individual sovereign states, 
while men's typical pubic experiences of persecution legitimately form the subject of 
public (international law) interest. 'Liberal' criticisms of women's treatment are deemed 
colonial or racist interference with a state's legitimate sovereign rule or with a cultural 
group's right to determine its own practices. 
Despite the legitimate concerns we might hold in a post-colonial society about the 
imposition of 'western attitudes', Charlesworth (2001) notes the disproportionate 
frequency with which 'cultural relativism' is invoked in international debates about 
women's human rights. She contends that dominant notions of 'culture' are 'constructed 
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from male histories, traditions and experiences' (Charlesworth 2001). Drawing on Arati 
Rao, Charlesworth (2001) continues that such notions of culture are ahistorical, falsely 
rigid and a 'selectively chosen set of self-justificatory texts and practices whose patent 
partiality raises the question of exactly whose interests are being served and who comes 
out on top' (Charlesworth 2001). 
The cultural relativism debate presumes a universal notion of the subject, 
implying that marginalised groups of women must privilege a single aspect of their 
identities, a perspective which has been criticised (hooks 1989, Collins 1991). Second, 
the culture/gender debate inappropriately positions the women who are its subjects as 'the 
problem' (Assafiri & Dimopoulos 1993, Gozdziak 2004). In this scenario, the refugee 
straw woman is constituted as 'problem', rather than the representations of her, or the 
violence perpetrated against her. Finally, as Charlesworth (2001) has noted, the assertion 
that certain behaviours might or ought be framed as 'cultural' is perpetuated primarily by 
men through patriarchal institutions such as government. Equally, white western 
feminists have been accused of colonial attitudes that silence 'other' women's voices 
(hooks 1981). Thus practices of the privileged exclude the very women's voices around 
which the debate is framed. 
In the context of claims for asylum, women's experiences of persecution have 
commonly been ignored as 'private matters' of the sovereign state. Some recent 
determinations, such as the Khawar (Hunter 2002) case in Australia, are bringing about 
change through a recognition that women's fears may arise legitimately through a. failure 
of the state to adequately regulate or manage so called 'private' behaviours. 
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Discourses that 'abnormalise' 
The discourse of abnormality invisibilises women's experiences by casting them 
as individual and abhorrent acts, and thus 'abnormal' to women generally. In this way, 
women's experiences of violence are either discounted, or trivialised as rare. Such views 
are further predicated on stereotypes about women which cast them as prone to 
exaggeration and lying (Scutt 1983, Kaspiew 1995, Hunter 2002), or insincere if they do 
not display the appropriate gendered affect of persecuted woman (Scutt 1983, p.249). 
This is the gendered double bind. Such a representation legitimates a view that the 'other 
social group' category in the Convention is adequate to encompassing these 
'idiosyncratic' occurrences. Thus, women's common experiences are reduced to 
individual aberrations. 
Contesting invisibililty - On the question of specificity or universality 
As mentioned earlier, views amongst feminists diverge about the means by which 
women can be rendered visible in the current system (Indra 1999, Crawley 1999, 
MacKinnon 2006). The argument to 'engender' the entire system has grown in 
popularity, and informed the adoption of a 'mainstreaming' approach, articulated in the 
Beijing Declaration and Platform for Action (BDPA) (UN 1995). Charlesworth (2001) 
articulates the continuing challenge in the 'universal' versus 'specialist' approaches to 
dealing with gender in human rights frameworks. Special mechanisms for women have 
typically created 'a "women's ghetto", given less power, fewer resources and a lower 
priority than "mainstream" human rights bodies' (Charlesworth 2001). On the other hand, 
retention of a universal subject and provisions inevitably leads to the submergence of 
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women's concerns in international law 'by what are regarded as more 'global' issues' 
(Charlesworth 2001). 
In theory, mainstreaming is a progressive strategy which calls for gender 
inclusivity. It dissolves (hard fought for) women's 'enclaves', and requires that a gender 
consciousness pervade all elements of an organisation. In practice, such an approach 
requires enormous cultural change. Motivated by a genuine desire for gender inclusivity, 
parties to the BDPA (UN 1995) endorsed a policy of gender mainstreaming for the UN. 
Charlesworth (2005) has described the failures of this approach. Specialist women's 
departments, projects, and resources were cut in lieu of a mainstream gender pervasive 
approach, which has been neither clearly delineated nor practised. Women have lost on 
two fronts. However, formation of the recent UN Women — a UN entity for gender 
equality and the advancement of women — may go some way to advancing women's 
interests. 
Limitations with the extra grounds argument 
Earlier in this chapter I explained that the 'other social group' category (like all 
other categories) is available to women claimants. A number of judgements now exist 
internationally with respect to this ground (see for example Canada (AG) v Ward 1993, 
Matter of Kasinga 1996 [U.S.A.], and MIMA vs Khawar 2002 [Australia] (Hunter 2002, 
p.l 1). However the provision is an imperfect tool for bringing about institutional change. 
First, the 'other social group' category recognises only 'particular groups' of women, 
rather than women as a group. For those advocating an 'engendered' reading of the 
Convention, which takes into account locality, this is acceptable in theory. However, 
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women's rights become premised on each small advance in case law and then, above that, 
the willingness of the judicial, legislative, and executive branches of a government to act 
in accordance with the precedent. It relies on the 'trickle down' effect. 
Further, the requirement to engage in such a process is ignorant of refugee 
women's real life circumstances. An asylum seeking woman with limited money, 
possessions, and earning power, must first exhaust all of the normal processes for 
detennination in the country of asylum. In Australia, this includes an initial review by the 
Department of Immigration and Citizenship Affairs (DIAC), an appeal to the Refugee 
Review Tribunal (RRT), and then further levels of appeal. The cost, time, and physical 
and emotional resources required to follow such a path are foreboding. Add to this that 
such women are navigating a culturally foreign legal system, and that exposing her 
particular experiences may carry with them levels of shame and fear (Kelley 2001), and 
'setting a precedent' is an unrealistic avenue for most. 
The material effects for women claiming asylum in Australia 
Olssen, Codd, & O'Neill (2004) note that global discourses can intersect with 
those on a local level to influence policy making. International events such as the attacks 
of September 11, 2001, and other global concerns about terrorism and people smuggling, 
have coalesced with local Australian concerns to impact negatively on asylum seekers to 
Australia in recent decades. Demir (2003) notes that when legislative and policy 
conditions worsen for refugees generally, they deteriorate exponentially for women. In 
particular, the international discourses already described in this chapter coalesce with 
local Australian ones to transpire in particular negative material effects for women 
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claiming asylum. Amongst these is the gendered implications of the legislative changes to 
asylum law effected by Prime Minister John Howard (McKay 2003, McNevin 2005). 
As previously argued, the implication for refugee women of the Convention 
definition is that extra 'effort' — in the form of sensitive case law interpretation, empathy 
from immigration staff, the use of Guidelines — must occur before the particular 
experiences of women are taken into account. The burden is on refugee women to 
illustrate why gender should count, rather than that it automatically does. This remains 
the case in Australia where, according to McKay (2003), 
Australian domestic migration law is infused with discriminatory practices that are 
negatively impacting on the development and implementation of Australia's 
obligations under international human rights and refugee law (McKay 2003). 
Part of the Howard Government's legislative changes in 2001 included a 
narrowing of the definition of a refugee, and a provision to 'prevent members of a family 
unit that are declined refugee status from making any further visa applications either 
individually or as a group' (McKay 2003). The provision was aimed at deterring serial 
claimants, presumably in response to the discourses about opportunism which were 
prevalent at the time (Clyne 2005). However some commentators argue that this change 
to Section 48 of the Migration Legislation Act indirectly discriminates against women by 
ignoring the gendered nature of their experiences and actions. 
Women's claims of gender based persecution (GBP) may not arise during their 
first application (McKay 2003, MacKinnon 2006). Women may not feel inclined to 
disclose violent experiences in front of male or other family members, or in front of a 
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male interviewing officer or interpreter (Kelley 2001, p.561, D I A C 1996). Currently, the 
allocation of a female interviewing officer is premised on client request or perceived 
need; however such need is unlikely to surface when men are present, constituting a kind 
of double bind. Further, some determinations have been made on the basis of paperwork 
only, disallowing women's opportunity to disclose violent experiences in the privacy of 
conversation. The attitudes of officers can also be influenced by hegemonic gendered and 
cultured discourses — the discourses of normalcy and abnormalcy. Finally, women are 
frequently unaware of their rights in the system and may not be aware of which questions 
to ask. Refugee women's access to their rights may also be limited by physical and social 
restrictions. For example, women are less likely than men to make onshore asylum claims 
because their responsibilities, such as care for children, make them less mobile, and more 
likely to end up in camps close to the home country (Valji et al. 2003). 
Regarding the lodgement of consequent applications, we are aware that women 
are commonly 'secondary' applicants in a family's asylum claim (McKay 2003), 
meaning that the emergence of their claims of GBP may not arise at first. The Australian 
asylum process, as opposed to the processes of New Zealand and Canada, requires only 
one application from a family (McKay 2003). Cultural mores or assumptions of 
application advisors may explain the prevalence of male lead applicants. Further, there 
are determination risks with forwarding GBP claims, and individual women are likely 
counselled by advocates to apply on more 'straightforward' grounds. 
This example illustrates the compounding effects of negative representations in a 
complex discursive field. Australia's legislative amendment to limit applications 
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(developed in response to border control concerns), coupled with the absence of gender 
from the Convention, and the requirement to 'actively' read gendered experiences into 
universal provisions, conflate to limit the emergence of claims by women, effectively 
hiding their experiences and the prevalence of their persecution (invisibilising them) and 
as a consequence of this representation, limiting women's material rights under the law to 
protection 
Victim style representations of refugee women in settlement services 
Having illustrated the types of material effects that transpire from representations 
of refugee women in international law, I will now turn to the impact of 'victim' style 
representations on policy driven services for refugee women. Persecution is at the heart 
of the refugee experience, and so I wish to illustrate this connection between 
representation and material effect through the fundamental vehicle designed to define and 
'redress' the impact of those experiences — mental health services. Following discussion 
in this section, I will reflect on some of the emerging work, especially in education, 
which moves away from these 'victim' style representations. 
Indra (1999) and Johnson (2006) are not alone in their criticism of prevailing 
'northern' or 'western' discourses around refugee women. As Wallace (1993) notes, 
Refugee policies are usually developed and implemented without the involvement of 
refugees. Emergency relief work with refugees — and displaced people — has 
traditionally been very top down, involving 'bringing relief to the poor' (Wallace 
1993, p. 17). 
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Such representations emphasise w o m e n as objects of charity (Choules 2007) 
whose victimhood requires 'northern' or 'western' benevolent intervention. These policy 
representations do not reflect a complex view of the subject; that refugee women might 
require help, but might also be agents in their own lives with something to say about their 
own needs. As an example of victim style representations, Indra (1999, p. 15) notes the 
frequency with which women who are independent heads of households are pathologised. 
There is clear evidence single mothers in camps are at risk (Pittaway 2001), however 
reducing representations of single mothers to this factor negates the complex natures of 
their identities. As Gozdziak (2004) argues, 
even the very young ones, "often have well-developed moral, political, and 
philosophical understandings of the events in their lives and worlds" (Nordstrom 
1999:78.) Refugee women make important, life-and-death decisions at every stage of 
the migration process, but rarely get asked to be involved in political solutions or 
peace-building activities. (Gozdziak 2004, p.5). 
Gozdziak (2004) locates her concerns about victim style representations of 
refugee women in the field of psychological services. She notes the hemispherical 
blindness of western approaches to development and repatriation and argues that refugee 
women are commonly pathologised against western psychology's 'trauma concept' 
(Gozdziak 2004, Marlowe 2009, MacFarlane & Kaplan 2007): 
The expansion of [trauma] programs in the West... are directly related to what 
Kleinman calls "medicalization of human suffering (Kleinman 1997) and Hughes 
labels "culture of victimhood" (Hughes 1994.) (Gozdziak 2004, p.6). 
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Gozdziak's (2004) concerns about western mental health models are 
multidimensional. First, the biomedical model theorises psychological and somatic 
symptoms in relation to a single, contained location — the individual. 'Contained 
individuals', as opposed to broader socio political constructs, can be diagnosed, managed, 
and treated — in other words, controlled (Gozdziak 2004, p.6). 
On a fundamental level, the attempt to 'cure' refugees of their trauma is 
misguided because it positions women's experiences as 'medical' rather than political 
and social (Gozdziak 2004, p.9). Here, 'An existential experience of tragedy, human 
rights abuse, and loss is converted into technical problems that transmogrify its existential 
roots' (Gozdziak 2004, p.8). This flawed framework leads to ill informed, culturally blind 
constructs of intervention that limit the capacity of professionals to work properly with 
discrete women's experiences in a manner those women find empowering. Further, the 
universalising premises underpinning such models are culturally blind. As Gozdziak 
(2004) notes 'The fact that symptoms are easily identifiable in different cultural settings 
does not guarantee that they mean the same thing in these settings (Gozdziak 2004, p. 12). 
However of most concern, the western biomedical model privileges the view of 
external experts over the individual. According to Gozdziak (2004), it has 
created a dependence [on medical professionals] through the medicalization of 
different life events and experiences which has in turn undermined and taken away the 
public's right to self-determination (Gozdziak 2004, p.9). 
Gozdziak (2004) criticises the western tendency to reject anything — such as the 
role of religious faith — outside its framework of authority. She argues that many women 
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arrive in the country of resettlement with the very resources that have enabled their 
continuing survival. Further, she rejects the clinical, rather than political, framing of 
women's story telling by 'professionals' (Gozdziak 2004, p. 12). In essence, Gozdziak 
concludes that western psychological constructs such as Post Traumatic Stress Disorder 
transform. . . experiences that are essentially a socio-political problem into medical 
pathology and implies victimhood, which is not a healthy identity for refugee women. 
Therapeutically speaking an important clinical goal for refugee women is to find 
meaning in their experience and assume personal responsibility for their own well-
being, and not to live in the role of victim (Gozdziak 2004, p. 11). 
The pathologising of women through mental health models is not a new historical 
phenomenon (Doyal 1979, Scully and Bart 1978). 
Researchers with refugee women (Pittaway 1991, Gozdziak 2004) argue that most 
refugee women do not see themselves as victims, and have little interest in sharing their 
stories within the clinical framework (Gozdziak 2004, p. 13). 'Resilience, not trauma [is] 
the center of their survival' (Gozdziak 2004, p.8). Many individuals make a choice to 
'buy into' the trauma concept because, especially in the Anglo-American framework, it 
legitimates experiences of suffering, confers moral status, and establishes the basis for 
legal rights (Brown 1995, cited in Gozdziak 2004, p. 10). 
Gozdziak (2004) characterises the traditional responses to refugee women's needs 
as 'service-led' rather than 'user-led.' This begs the question 'what might a user-led 
response look like?' Drawing on Spradley (1979, p.3), Gozdziak contends that learning 
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from and with people, rather than 'studying' them, is pivotal. This suggests a framework 
for working with refugees, which centres their voices, and takes account of agency. 
'Shifting the sands' of representations in policy and services 
Increased visibility 
In 2010 refugee women are more visible in policy and research than twenty years 
ago. A number of university research centres (The Centre for Refugee and Gender 
Studies, University of California (CGRS) and the Centre for Refugee Research at the 
University of New South Wales) journals (the Journal of Refugee Studies (JRS), the 
Journal of Human Rights Practice (JHRP)) or journal issues (UNHCR 2002a) and not-
for-profit organisations (Women's Commission for Refugee Women and Children 
(WCRWC), The Australian National Council of Refugee Women (ANCORW)) is 
concerned with, or fundamentally defined by, issues affecting refugee women. In 
Australia, the University of New South Wales' Centre for Refugee Research (CRR), 
headed by Pittaway, has conducted significant amounts of research with and about 
refugee women (Pittaway 1991, 2001, 2004; with Bartolomei 2005d). La Trobe 
University's Centre for Refugee Health (CRH), headed by Gifford, works in partnership 
with Victoria's trauma support service Foundation House, and has produced research 
engaged with refugee identity and representation (Gifford et al 2007, Rodriguez-Jimenez 
& Gifford 2010 in press, MacFarlane & Kaplan 2007). 
Refugee women's issues are now also the subject of greater cross disciplinary 
attention. Expanding upon the early offerings of forced migration studies, which have 
emphasised development issues and positivist methods, the Journal for Refugee Studies 
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has extended debate on diverse methodological, representational, ethical, and key 
definitional issues in the refugee field (see for example Volume 20). Many of these 
debates have distinctively gendered overtones. Such developments indicate a greater level 
of engagement with diverse epistemological and methodological perspectives, including 
questions of ethics (MacKenzie, McDowell & Pittaway 2007) and the role of refugee 
voices in research. 
Following Pittaway's (1991, 2001) work on refugee women's experiences of 
settlement, and other aspects of the refugee journey, an increasing focus has been given 
to refugee women's service needs in Australia. Markovic and Manderson (2000) 
produced a study in 2000 examining the settlement strategies used by migrant women to 
Australia, including refugee women, from the former Yugoslavia. In 2007, Colic-Peisker 
and Tilbury (2007a) brought together an edited collection on settlement issues that 
include foci on gender issues and the experiences of women. In their volume, 
MacDougall (2007) draws upon narratives from African women in Perth to explore the 
important role of kinship and friendship relationships to resilience in settlement, and 
facilitating broader social inclusion. Quinn (2007) engages with an Afghan refugee 
woman to examine the relevance of narrative therapy in the settlement process. Sang & 
Fielding (2007) worked with 31 refugee women, and 19 men from twelve source 
countries to consider the relationship between community connection and recovery from 
trauma. This 2007 collection complements earlier work of the editors (Colic-Peisker & 
Tilbury 2003) that explored psychological approaches of refugees to resettlement, and 
work by Colic-Peisker (2003) on work, community and identity in the settling of the 
Bosnian community. 
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Strategies for shifting representations 
Increasingly researchers have challenged the dominant representations 
underpinning refugee policies (including settlement). This includes representations of 
refugee w o m e n (Pittaway & Pittaway 2004). Some more recent research includes 
consultation with refugees (Ager & Strang 2008), on policy paradigms, programs, or 
services of particular relevance to refugee women, using interactional methods that allow 
conversation, such as open ended interviewing (Pittaway & Bartolomei 2005d; Success 
Works 2003, 2005). Opportunities for refugees to represent their own experiences and 
articulate a construction of their o w n identity (Warriner 2003, Mirza 2009), or to shape 
the terms of the research and formulate the priorities in a program (Pittaway & 
Bartolomei 2005d) are emblematic of this new policy driven research. 
My interest is in refugee research that rejects the imposition of categories pre-
determined by privileged policy makers (Bakewell 2008), and in which methods enable 
the contestation and re-shaping of fundamental elements in policy and services discourses 
by refugees (Pittaway & Bartolomei 2005d; Warriner 2003, 2004, Mirza 2009). I want to 
argue here that a certain kind of inclusion of marginal voices is required to shift dominant 
representations of marginal subjects in policy and services discourses (I expand upon this 
argument in Chapter 7 with respect to m y own work). Soliciting input from the margins 
on aspects of policy operations, while very useful, will not necessarily shift ideological or 
foundational aspects of the dominant discourse. Indeed, the inclusion of commentary 
from the marginal can give the appearance of endorsement of a policy's ideological 
parameters, which can serve to re-institute or legitimate dominant aspects of, and 
representations of, marginal groups within the discourse (Altheide & Grimes 2005). 
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Such a discussion as to h o w refugee voices are included in important social 
conversations is pertinent given the shift by many western nations from policies of 
multiculturalism to policies of integrationism in the post September 11 2001 period 
(Jakubowicz 2008; Ager and Strang 2008; Castles et al. 2002). Post 2001, integrationism 
has been positioned by many western nations as a useful response to the failures of 
'mushy multiculturalism' (Costello 2006). As noted by Ager and Strang, integrationism 
requires a 'preparedness to adapt to the lifestyle of the host community' (Ager and Strang 
2008: 176). Thus, where multiculturalism speaks to questions of social structure and the 
role of various subject positions within it, assimilationism and integrationism centre 
individuals as the target for action (e.g. 'we assimilate our migrants' or 'she should 
assimilate to the host society'). 
In this framework, the policy subjects of integrationism are constructed as the 
'problem' to be fixed (Marston 2004). The nature of the problem is expressed in relation 
to dominant cultural norms in the host settlement society. Ultimately, conformance-based 
migration settlement policies problematise outsiders, rather than considering the complex 
systems within which individuals operate and by which they are constituted (Foucault 
2002b; Marston 2004).Conformance based migration settlement policies have particular 
implications for 'voice', or at least the role of outsiders' voices on questions of social 
importance. Contributions by outsiders that do not contest foundational social and 
political norms, such as the introduction of ethnic foods, performing arts, and cultural 
events, are characterised as enriching the cultural fabric of Australian life. However 
forms of cultural, social and political activity which are seen to challenge dominant 
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cultural mores or foundational systems, such as the law, have been represented as a threat 
to social cohesion. 
The current dominant view that integrationism provides a 'balanced' middle road 
in settlement policy is reflected in its widespread promotion in Australian settlement 
literature, and in its saturation in research and policy material across some European 
countries. Indeed, some of the settlement policy literature appears to use the term 
'integrationism' interchangeably with the term successful settlement, as though the 
ideology was commensurate with the function or practice (Ager & Strang 2008). I am 
raising a concern here that evolving policy and research on the nature and operation of 
integrationism may in fact leave the ideological foundations of integrationism, including 
its underlying message of conformance, uncontested. 
The recent development of a conceptual framework for integration in Britain by 
Ager & Strang (2008) is a case in point. Ager & Strang (2008) have recently developed a 
conceptual framework for integration practice that consists often domains expressed in 
terms of four conceptual levels; Markers and Means of Integration (Employment, 
Housing, Education, Health), Social Connection (Social Bridges, Social Bonds, Social 
Links), Facilitators (Language and Cultural Knowledge, Stability and Safety), and a 
Foundational level (Rights and Citizenship). The authors consulted with migrants, 
refugees, and other stakeholders in formulating the framework. In the wake of concerns 
about integrationism's assimilationist roots (Lopez 2000) the authors have engaged 
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meaningfully with certain questions of ideology19 (see for example Ager and Strang 
2008: 178; Hale 2000; Duke et al. 1999; Muller 1998) in order to illustrate the 
'possibilities' of integrationism. These include the capacity of integrationism to embrace 
'two way' approaches (Ager and Strang 2008: 177), its emphasis on an 'equity' 
framework for citizenship (O'Neill 2001), and its ability to accommodate social bonds 
(Ager and Strang 2008: 178). 
However, these progressive aspects of integrationism speak to questions of 
strategy rather than ideology. Integrationism remains concerned with the adaptation by 
outsiders to local norms. In this sense, developing a policy framework for its expression 
in practice, and inviting feedback on this, does not disrupt its normative functions. The 
authors contend that the framework's foundation level of citizenship and rights takes 
account of national differences in the treatment of migrants (Ager & Strang 2008, p.175). 
However this in itself, cannot account for the cultural and social presumptions 
underpinning the hegemonic national subject toward which migrants must 'adapt' 
(O'Heisler 2005, p.667). At best, the framework postulates a notion of 'equal rights' 
(Ager and Strang 2008, p. 176), rather than equal status (Benhabib 2005, p.673). This 
affords an entitlement to having 'the same', without delving into the messy territory of 
rights to shape, inform, or reject. Ultimately, as the authors make clear, the framework 
19
 For a definition of ideology, I draw on Freeden (2005, p.438) who describes ideology as, 'a set 
of ideas, beliefs, and attitudes, consciously or unconsciously held, which reflects or shapes understandings 
or miconceptions of the social and political world. It serves to recommend, justify or endorse collective 
action aimed at preserving or changing political practices and institutions. 
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seeks, 'to provide a coherent conceptual structure for considering, from a normative 
perspective, (emphasis added) what constitutes the key components of integration' (Ager 
and Strang 2008, p. 167). Here, migrants remain represented in dominant discourses 
(Choules 2007) as the source of the 'problem' to be fixed. Integrationism's possibilities, 
even with migrant and refugee input, are circumscribed by the policy's ideology. 
Pointing to these limitations with policy driven consultation is important for 
contextualising my own methodological approach. In order to frame the important 
developments which have taken place in the work of other researchers I am about to 
discuss, and in anticipation of the methodological path I outline in Chapter 7,1 want to 
emphasise here the importance of engaging with marginal voices at an ideological or 
foundational level, rather than only at a peripheral or operational policy level. 
New approaches to challenging representations of 'victimhood' in refugee mental health 
There is emerging work in Australia which responds to the concerns about victim 
centred representations espoused by Gozdziak (2004). While the work is not solely with 
refugee women, it includes them, and has applicability for further research with them. 
MacFarlane & Kaplan (2007) have critiqued the capacity of traditional western 'mental 
health' measurement instruments to capture improvements in outcomes for their refugee 
clients. As professional practice, staff had grappled with less than satisfactory client 
outcomes on standard measurement instruments. This precipitated a conversation about 
definitions of improvement or success — and consequently, what it might mean for 
clients to be assisted positively by the service. In representational terms, clients were 
remaining 'victims' after performing poorly against a set of normative tests. MacFarlane 
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& Kaplan (2007) devised a project to 'map' what success might look like from the 
perspectives of the clients themselves. Using this 'ground up' method, they attempted to 
coalesce a model for understanding the progress of survivors — both men and women 
premised on feedback from those individuals. 
In a similar method of 'co-construction' and 're-construction', Marlowe (2009) of 
Flinders University worked with Sudanese male refugees to explore their understandings 
of torture and trauma and its relationship to identity and representation. Using a grounded 
theory approach, which aims to build a theoretical understanding from the 'ground up', 
Marlowe challenged hegemonic framings of refugee men as 'victims only'. He centred 
the Sudanese men's self articulated understanding of torture and trauma and the ways in 
which they did or did not link it with their sense of identity. Marlowe's (2009) research 
provides a challenge to the traditional mental health framework - especially the western 
need to 'define' refugees in particular ways against their experiences of persecution. 
These approaches are consistent with the trend in some areas of the welfare sector 
to 're-imagine' the subjects of welfare policy. The 'strengths based' model, brought to 
prominence in the Victorian welfare sector by St Luke's Anglicare, is illustrative of one 
such approach (St Luke's Anglicare 2009). The 'strengths based' philosophy challenges 
the traditional western framing of counsellor as expert over client, and the intrinsic view 
of user as a broken victim. This model conceives of the client as resilient and looks to 
build upon the possibilities and strengths in the client, rather than focusing only on the 
problems to be fixed. 'Strengths based' programs and practitioners reject constructs that 
centre the 'weaknesses' or limitations of an individual, with a view to remedying or 
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curing the 'gaps'. The 'strengths based' approach is evident in Pittaway's (1991, p.xv) 
framing of refugee women as survivors. In recognising the capacity for resilience in 
survivors, the model acknowledges a set of valuable skills or 'strengths' upon which an 
individual has to draw and build on in the future (Lifton 1994, Masten 2001). 
Hope is central to the notion of refugee resilience and commonly arises in stories 
about refugee women in camps (Weinberg 1992, Gozdziak 2004, p. 14 & 16, Pittaway & 
Bartolomei 2005d). The necessity for a sense of hope also explains the trauma many 
refugees feel post migration (Gozdziak 2004, p. 14) when certain obstacles, for example 
to the possibility of family reunification, impede a capacity to plan for the future. In 
articulating barriers to hope for refugee women in the settlement environment, Pittaway 
(1991) explains, 
the tragedy which made them refugees could become a triple tragedy. First, loss of 
homeland and all that it entails. Then sacrifice of self, in order that the family will 
survive and be successful. Finally, the loss of that dream the sacrifice apparently in 
vain. (Pittaway 1991, p.xiv.) 
Services that acknowledge the importance of hope render the subjects of their 
actions — 'refugee clients' — visible. The capacity to maintain hope is a strength that 
many refugee women bring to their journey. Ignoring the way in which this hope 
manifests (for example through celebrating rituals or participating in religion) is to 
decentre the woman as author of her own journey (Gozdziak 2004). 
This reflection on hope is illustrative of the importance of centring refugee 
women's voices in social policy constructs around which services 'for them' will be 
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formulated. The historical framing of refugee w o m e n as ineffectual victims by welfare 
and services policies is being challenged by new approaches that recognise the 
importance of refugee women as authors in their own lives. These approaches build on a 
notion of refugee women as resilient survivors, while recognising the limitations of their 
conditions. I should now like to turn specifically to the work of two researchers who have 
centred refugee women's voices in the education policy space. 
Representations in education 
The literature on refugees and education in Australia has increased in the past ten 
years, focused primarily on the practices of the ESL classroom or the school environment 
(Foundation House 2010). Amongst this is a limited literature that explores refugee 
subjectivities in education (Turner 2007). This is complemented by a growing 
contribution to literature about refugee women, education, and subjectivities overseas 
(see for example Warriner 2003, 2004 in the U.S.; Mirza 2009 in the United Kingdom). 
In this section I wish to focus on the contribution of two authors, Warriner (2003, 2004) 
and Pittaway20 (1999, 2001), because their work has centred refugee women's voices and 
questions of subjectivity in relation to education, settlement, and policy. 
Warriner and representations of refugee women in a U.S. ESL program 
I draw on the work of Warriner (2003, 2004, 2008) because of its relevance to my 
argument about the importance of engaging marginal voices to shift dominant ideological 
20
 Pittaway has researched in the settlement environment, but has also conducted educational work 
with refugee women in camps 
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elements of a policy and service discourse. Further, concerns raised by Warriner (2003, 
p. 175) about the link between representations of refugee women in settlement education 
and their material effects are relevant to views I express in Chapter 5. Warriner's 2003 
qualitative study with refugee women in a United States ESL program was designed to 
illuminate their views on (a highly contentious) English language policy, to shed light on 
previously invisible aspects of their settlement experiences, and to understand how the 
women were making sense of their new circumstances (Warriner 2003, p. 14). 
Warriner (2003) begins by examining the ways in which her host institution 
(under the rubric of national policy imperatives), discursively frames the learners and 
their learning needs. Through document review, field observation, and interviews with 
institutional employees, she examines the language ideologies that inform a dominant 
construction of refugee women subjects within the institution. Warriner (2003) points to a 
number of hegemonic assumptions underpinning the humanitarian subjects of 
resettlement: 
they are [seen as] poor and uneducated; they should be grateful, accommodating, and 
adaptable; they can make something of themselves if they work hard enough; they 
must suffer economic hardship and unappealing work conditions during resettlement; 
acquiring employment signifies the end of the resettlement process; and the 
responsibility for succeeding rests on the shoulders of refugees rather than society 
(Warriner, 2003, p. 122, drawing on McSpadden). 
Similar criticisms have been made within the Australian environment (Service 
Provider C 2007). 
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Of particular interest to m e is Warriner's (2003) exploration of subjectivity based 
on conversations with the refugee women about language education's purposes. 
Importantly, while 'test scores' to qualify for government work pathways constituted an 
important reason for learning English, myriad other goals mattered (Warriner 2003, 
p. 164). The interviewees expressed a desire to find short term work; to qualify further; to 
gain long term meaningful work; to connect with others; to belong to a wider community; 
to create social mobility; and to improve their material circumstances. That these refugee 
women imagine a breadth of purposes for education accords with the feedback from my 
own interviewees. 
Warriner's (2003) work elucidates the nature of the problematic social policy 
subject (Marston 2004) in settlement through reference to the dominant norms against 
which they are measured. She considers that the U.S. 'English only' policy marginalises 
refugees through devaluing their languages and identities. Drawing on Wiley and Lukes 
(1996), Warriner (2003, 2004) links ideologies of English monolingualism with 
assumptions about the relationship between language, national unity, and social mobility. 
She concludes that 'ESL courses designed to serve the "needs" of newly arrived 
immigrants and refugees are remedial, and the students in such courses are viewed as 
deficient and in need of "quick fix" solutions' (Warriner 2003, p.289). Further, the 
ideology of liberal individualism implies that once English is learned, any failure on the 
part of refugees must be due to their lack of hard work (Warriner 2003, p. 292). I draw on 
this work to raise similar concerns about the 'neat' relationship postulated between 
English and Australia's settlement policy goals in Chapter 5. 
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Warriner (2003) contends that little is aspirational about representations of 
refugee women in the current policy: 
The women have positioned themselves not / only as students who need to learn 
English to survive but, also, as mothers of children who see learning English as 
intimately connected to surviving and prospering in this context (Warriner 2003, pp. 
167-168). 
She is critical of teaching methods and curriculum that are functional to job 
preparation and other standardised testing requirements and which exclude other types of 
knowledge and learning (Warriner, p. 175). In Warriner's (2003, 2004, 2008) view, such 
practices transpire in limited opportunities for refugee women. 
Finally, Warriner notes that ESL courses constrained by government requirements 
and burdened by large enrolment numbers, are mandated to reduce dependence by 
refugees on the public purse through expeditiously facilitating employment (Warriner 
2002, p. 290): 
The problem with this approach, however, is the unconscious lowering of the bar, the 
emphasis on efficiency at the expense of providing students with " real" tools for 
achieving quality employment opportunities, and the impossibility of providing 
students with the education they will need to achieve social mobility (Warriner 2003, 
p.290) 
Such an approach facilitates the reproduction of marginality (McSpadden 1998) 
through emphasising a functional role for refugee subjects in accordance with dominant 
norms - a poor basis upon which to explore and develop the potential of refugees. 
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Pittaway, reciprocal research, and ethics 
As described earlier in this chapter, Pittaway (1991, 2001,2007 — with 
MacKenzie & McDowell), has provided a pivotal focus on refugee women in her 
research. Her 1991 study Refugee Women: Still at Risk in Australia argued for a gendered 
perspective on settlement experience, and consequently, policy. Her PhD dissertation 
(Pittaway 2001), which used an action research method, considered why the settlement 
policy process was 'unable or unwilling' to take account of refugee women's 
experiences. It is a thesis fundamentally concerned with the connection between 
representation and material effects. Pittaway's (& Bartolomei's 2005d) groundbreaking 
approach to working with women on the Thai Burmese border, and her theorisation of 
approaches to ethical refugee research (MacKenzie, McDowell & Pittaway 2007) have 
challenged traditional research methodologies, crystallising strategies of mutuality and 
respectful engagement. 
In line with the work of Choules (2007) (see Chapter 2), Pittaway's research has 
problematised privilege from a range of perspectives, including the framing of refugees 
by researchers and policy makers. In particular, given refugee women's acute 
circumstances, Pittaway has staunchly advocated for a new research praxis that 
reconsiders notions of autonomy, consent, and reciprocity in refugee communities 
(MacKenzie, McDowell & Pittaway 2007). 
Pittaway and Bartolomei's (2005d) approach to human rights training with 
refugees from Burma in Thailand (and consequently in other locations) models this re-
presentation of refugee participation in research. Pittaway, Bartolomei, and Shaw offered 
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Human Rights and Gender Training to residents of a refugee camp, and in return, 
requested the capacity to use information gathered in the training for their research 
(Pittaway & Bartolomei 2005d). The training focused on safety risks, and possible 
strategies for remediation, in the camp environment. As requested by camp participants, 
the research team also provided instruction on conducting future research projects. 
Participants formed groups, and story-boarded common experiences of violence and risk. 
Because Pittaway and Bartoloemi (2005d) were aware of refugees feeling exploited by 
the practices of previous researchers, they negotiated agreements not to disclose 
information from the sessions without express permissions. 
In her policy work, Pittaway (2001) has argued for the reshaping of dominant 
representations of refugee women. From 2003 to 2005 a Pittaway led research team at 
UNSW's CRR undertook a study on Australia's Women at Risk program (Pittaway & 
Bartolomei 2005a, 2005b). As part of its offshore settlement program, Australia agrees to 
precipitously resettle women deemed at greater risk in the camp environment. Pittaway 
(2001) criticised the program's impotent deployment in Australia, which transpired 'due 
to the inability of personnel in overseas posts to locate women who fitted the criteria' 
(Pittaway 2001, p.3). Here again, refugee women 'at risk' had been rendered invisible by 
the system. 
Each of Pittaway's projects illustrates a new way of representing and working 
with women that surpasses the invisibility, and 'add women and stir' approaches 
criticised by Indra (1999). Pittaway draws a direct connection between representations in 
discourse, and material outcomes. At the core of her approach is a recognition of the 
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diverse and multiple subjectivities of these women; a comprehensive re-defining of the 
meanings of beneficence, justice, and equity in refugee research, leading to emphasis on 
negotiated ethics agreements and reciprocal goal setting; and a clear recognition that 
representations should reflect both the discrete and dire circumstances in which women 
find themselves, including their rights to agency within a model of relational autonomy 
(Pittaway & Bartolomei 2005c, 2005d). 
Pittaway (1991, 2001, w Bartolomei 2005d) and Warriner (2003, 2005, 2008) 
emulate research approaches that facilitate meaningful engagement with the voices of 
refugee women in relation to core aspects of educational discourse. Their deep 
engagement with marginal voices (Foucault 1980) is pivotal for shifting dominant 
discourses that represent refugee women in negative and limiting ways. Pittaway and 
Warriner simultaneously highlight the challenging material circumstances of refugee 
women while representing those women as complex agents. Finally, their research 
findings contest dominant ideological premises and presumptions in the policy areas 
where they work, and provide useful conceptual building blocks for re-framing the 
development of that policy as inclusive of refugee women's subjectivities. These 
elements of Pittaway's and Warriner's work inform the methodological and analytical 
work in this thesis (see Chapters 7 to 11). 
Conclusion 
The purpose of Chapters 4 and 5 is to explore the nature of negative and limiting 
representations of refugee women in policy and illustrate their material consequences. In 
Chapter 4,1 described refugee women's invisibility, 'token inclusion', or negative 
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representation within the 'macro' forced migration policy environment, focusing 
especially on the Refugee Convention and that ways in which it has rendered women and 
their experiences invisible or marginal (Kelley 2001, Valji et al. 2003, MacKinnon 2006). 
Further, I illustrated a link between 'victim' style understandings of refugee women 
within western psychological health models, and their effects on policy and service 
outcomes. Representations at the 'macro' level are important because they intersect with 
'local' policies to have a cumulative material effect (Olssen, Codd & O'Neill 2004). 
In describing these representations, I have highlighted a tension that exists for 
policy makers, and especially feminist researchers, between foregrounding gendered 
aspects of the refugee journey and avoiding the representation of refugee women as 
victims (Indra 1999, Johnson 2006). I propose that researchers and policy makers must 
pay attention to their own 'privileged' desires (Spivak 1989) in invoking stories of 
refugee women's persecution including any propensity to negate complex representations 
of refugee women subjects as agents. As a guide for my own research approach, 1 explore 
the work of authors who have engaged with questions of representation in researching 
with refugee women (Mayer-Rieckh 1993, Pittaway 1991, 2001, with Bartolomei 2005d, 
Warriner 2003, 2004). 
Further, I conclude that dominant representations cannot be contested through 
methodologies that appropriate marginal voices for commentary on peripheral or 
operational aspects of policy (Ager & Strang 2008). While such commentary can be very 
useful, it can also become a means for suggesting endorsement by the marginal of 
underlying ideologies or aspects of the dominant discourse (Altheide & Grimes 2005). As 
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I argue further in Chapter 7, marginal voices must be engaged in a manner that can shape 
and contest ideological or foundational concepts in dominant policy discourses. 
My own work constitutes an attempt to balance the reporting of negative material 
conditions for refugee women (see especially Chapters 4, 5, and 6) with representations 
of them which emphasise agency, not victimhood (see especially Chapters 9 and 10). 
Further, as methodology (see Chapter 7), I seek meaningful engagement with the 
marginal voices of refugee women by facilitating conversations at the foundations, or 
core, of educational policy. This approach is inspired by new and emerging research with 
refugees (MacFarlane & Kaplan 2007, Marlowe 2009) especially in educational contexts 
(Pittaway & Bartolomei 2005d, Warriner 2003, 2004). 
In the next chapter, I situate my specific concerns about negative material effects 
of policy for refugee women at the local Australian level. Similar to the approach I took 
to interrogating the Refugee Convention and psychology services in this chapter (Chapter 
4), I describe the parameters of Australia's settlement education policy, explicate the 
manner in which it problematises participants (Marston 2004) against dominant norms 
(Foucault 2002a), and explore the gendered implications of these representations for 
refugee women. 
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CHAPTER FIVE 
AUSTRALIAN SETTLEMENT EDUCATION POLICY, REPRESENTATIONS, 
AND MATERIAL EFFECTS FOR REFUGEE WOMEN 
Introduction 
In Chapter 5 I continue the work of Chapter 4 by exploring the nature of limiting 
or negative representations of refugee women in policy and their material effects, but at a 
local level. In Chapter 4,1 drew attention to the impact of representations in the Refugee 
Convention and dominant western models of psychological services policy on refugee 
women. In Chapter 5,1 provide a focus on representations in Australian settlement 
education policy. I argued in Chapter 2 that education is an important site of social justice 
enquiry because of its capacity to confer upon participants particular material benefits. 
Because Australian settlement services provide a range of pivotal physical and emotional 
supports for newly arrived refugees to Australia, and especially because settlement 
education is the first point at which refugees receive messages about their educational 
subjectivities, it has particular significance for refugee participants, including women. 
Like the Refugee Convention, Australian settlement education policy speaks to a 
policy subject of which refugee women are one important subset. An exploration of 
discourses shaping the Refugee Convention revealed that dominant norms informing the 
drafting and reading of the Convention do not always account for, acknowledge, or 
include refugee women. I have argued that under the Convention, refugee women's 
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experiences have been rendered invisible or marginal, while dominant models of 
psychological support service have represented refugee women as pathological. In each 
of these policy areas — the Convention, and psychological support services — refugee 
women are represented as 'the problem', rather than the problem lying with 
representations of these women implicit in the policies and how these in turn influence 
material outcomes. 
In this chapter, I want to explore the ways in which Australian settlement 
education policy represents participant subjects, and consider the implications of these for 
refugee women. I commence the chapter with some background information about 
Australia's settlement policy framework and offer a rationale for the texts I draw upon to 
explore representations. Re-invoking Marston's (2004) view that the subjects of social 
policy can be represented from privileged positions as innately problematic, I look for the 
'problem subject' upon whom the Australian policy is premised. As Marston (2004) 
explains it, 
We need to examine how a particular social issue achieved problem status and 
understand how certain meanings come to be partially fixed within the cultural 
practices that govern the identified 'target' population (Marston 2004, p.77). 
I do this by looking to the 'solution' which is provided for the problem (Bacchi 
1999); that is, I look to the purposes of Australian settlement education and broad aspects 
of the curriculum provided as indicators of what is problematic about participant subjects. 
Drawing on Johnson (2005), who explains discourse as the 'common sense' or 
'pre-debate consensus that will affect how the rest of the debate will proceed', I read the 
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norms or 'common senses' which shape representations of settlement policy subjects. 
Drawing on these norms in discourse I ask, who is the 'problematic subject' to be fixed 
and who is the 'ideal subject' towards whom the policy is conditioning? I then consider 
the implications of these representations for refugee women. How do these 
representations include and understand, or exclude and marginalise, refugee women? In 
particular, to what degree do the policy representations take account of agency and to 
what degree do they reproduce problematic, and victim style representations of refugee 
women in need of charity? 
I would note here that interrogating policies designed to assist marginal groups 
such as refugees can be an uncomfortable task for social justice researchers. Such policies 
are commonly developed by well meaning individuals and may bring about 
improvements in the lives of policy subjects. In the hard work of social justice activity, 
any change is commonly regarded as a welcome advance. For example, as Indra (1999, 
p. 5) noted, some recognition of women in forced migration policy is better than no 
recognition at all. However we must also ask the degree to which such 'positive' 
advancements also insidiously reproduce dominant relations of power. As I argued in 
Chapter 3, Foucault (2000d, p.256) challenges us to treat everything — even that which 
might appear innocuous or trusted — as dangerous. For this reason I examine the 
representations relied upon by those in privileged positions in order to render 'help' 
(Choules 2007). 
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Background — Australian settlement services 
Refugees require a range of supports in order to traverse the settlement process — 
English language instruction, accommodation, employment services, childcare, therapy-
counselling-emotional support, and orientation and information services (Pittaway 1991, 
p.xiii, OSW 2001). Australian settlement services for humanitarian entrants are provided 
under the Integrated Humanitarian Settlement Strategy (IHSS) (DIAC 2009) and include: 
• On-arrival reception and initial orientation; 
• Information about and referral to other service providers and mainstream 
agencies; 
• Assistance with accommodation and basic household goods; and 
• Short term torture and trauma counselling (DIAC 2009). 
As part of their role, IHSS case workers encourage and facilitate client access to 
the Adult Migrant English Program (AMEP). 
Urbis, Keys, Young (UKY 2003) has produced a useful historical snapshot of the 
IHSS program. Services for refugees in Australia have not always been available nor co-
ordinated. Before the 1970s, humanitarian entrants were treated like other migrant groups 
in terms of service support. Developments during the 1970s and 1980s saw increasing 
links between government and community in addressing refugee service needs, including 
on arrival and financial and settlement support (UKY 2003, p.4). From 1989, torture and 
trauma counselling and assistance from the Clothing Reimbursement Scheme (CRS) 
became available. 
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In 1997, DIMIA (The Department of Immigration, Multicultural, and Indigenous 
Affairs) evolved a national framework for settlement services (UKY 2003, p.5). Reports 
by DIMIA and the Auditor General in 1998 on settlement services led to the eventual 
emergence of the IHSS scheme. Components of the IHSS included: 
• Initial information and orientation assistance (IIOA); 
• Accommodation support (AS) services; 
• Household formation support (HFS); 
• Early Health Assessment and Intervention (EHAI); and 
• Community Support for Refugees (CSR). 
Modern changes to the IHSS have seen the co-ordination of its services tendered 
out every five years by DIAC to a 'lead' agency. 
Non government organisations (NGOs) and welfare providers have been at the 
coalface of settlement support (see for example Pittaway 1991). The research informing 
such services has increasingly come to include refugee perspectives (see for example 
Flanagan 2007, Colic-Peisker & Tilbury 2007a). Various conferences and symposia have 
canvassed the issues facing new humanitarian arrivals (ANCCORW 1991; ACBCMA 
and ACCRMS 1992; The Key Centre for Women's Health in Society and VicHealth 
2001; Monash University Prato Centre 2009). Edited collections on the asylum and 
settlement experience, including in Australia, have also been published (Lusher & 
Haslam 2007). 
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The Adult Migrant English Program (AMEP) 
While not formally part of the IHSS services, the AMEP is strongly recommended 
to new humanitarian entrants without English. Providing they enrol within three months 
of arrival, and commence classes before twelve months, humanitarian entrants can access 
this program. Young people under 25 years (with low levels of schooling) are eligible for 
up to 910 hours of English classes, while those over 25 years old are eligible for 610 
hours. All other migrants are eligible for 510 hours. 'AMEP classes are delivered by 
service providers around Australia in over 250 locations' (RCOA 2010b). The eligibility 
section of the AMEP website advises that participants can 'study English with the AMEP 
for up to [the requisite number of] hours or until you reach functional English, whichever 
comes first' (DIAC 2010a). 
The course is structured into four different levels, from 'beginner' to 'advanced' 
(AMES 2008). Students are offered the option of learning full time or part time in a face 
to face classroom or via telephone mode, in which audio and visual materials are posted 
to the student, and follow up calls occur with a teacher. Individuals receiving the 
government's Centrelink benefit are required to study full time. If they wish to study part 
time, a departmental brochure advises that they may be required to carry out other 
activities. 
Childcare support is available to participants, however mainstream service access 
is not always easy for migrant and refugee women (Success Works 2004, 2005). 
According to Service Provider C (2007) whom I interviewed for this project, and whose 
AMEP service caters extensively to refugee women, finding childcare facilities with 
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available places, being able to make appointments for mothers with competing demands, 
and a host of other welfare funding related issues plague parents' access to childcare. 
Why are representations in settlement education important? 
Language classes are the first exposure many refugee women have to education in 
Australia. For some, it is their first exposure to institutional education ever. For all 
participants, it is first exposure to how education is 'done' in Australia. The implications 
of this are, I think, significant. In the case of those for whom AMEP is the first site of 
institutional education ever, I would argue it shapes a very important sense of the 
educational self. Individuals who have been in learning situations before Australia may 
already have developed a sense of themselves as learners. The difficulties, challenges, or 
achievements that occur in Australia can be measured against an educational identify that 
has already previously evolved in different contexts. For those individuals for whom 
education is new, I would argue that settlement education sets up a sense of the 
educational self which creates a map for the rest of a woman's educational journey in 
Australia. Am I recognised as an individual with potential or as a problem? Because of 
this, how such women are represented in this site is pivotal. 
For all women humanitarian participants, however, settlement language classes 
provide first exposure to how they are 'imagined' as educational subjects by Australia. 
Curriculum materials, teaching approaches, resource allocation, and other elements of the 
educational experience send a message about who the subjects of that education are and 
how they are understood by Australia. This location sends a message about whether such 
women are welcome community members, or problematic strangers. It can suggest what 
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role they have to play within the community. I would argue that these initial messages are 
significant and pivotal. They impact a refugee woman's first notion of her relationship 
with Australia. Am I wanted? Am I worthwhile? Do they like me and do I like them? Do 
they care about me? 
In this sense, settlement education matters because in addition to 'life outcome' 
effects it also contributes to the constitution of subjectivities. Critical education theorists 
have highlighted the challenges for migrants and refugees of belonging in a new country 
(Tsolidis 2010), of having rights recognised (Benhabib 2005) and of navigating practices 
of marginalisation and exclusion (Torres 2006; Giroux 1990, 2004). Settlement education 
is the site within which understandings of belonging and otherness are first constituted for 
many humanitarian entrants. Such entrants already bring a fragile sense of belonging. 
Based on my concern to look for the dangers in policies designed to 'help' the marginal, 
it is important to consider how the very first site of education might be complicit in 
reproducing marginality. Later in this chapter I raise concerns about the integrationist 
policy environment within which settlement education operates. While it makes sense to 
illustrate aspects of local life and cultivate an understanding of discourses around values 
at settlement, what remains less clear is the degree to which educational participants, 
including refugee women, are problematised against a set of integrationist values. 
Finally, while I have argued that education as a general proposition confers 
positive benefits on participants (Feinstein et al. 2008), there is little empirical research 
tracking the pathways of refugee women who have completed settlement education. From 
this perspective, forming a full picture of its influences is not possible. For example, we 
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do not know how many w o m e n proceed to other mainstream forms of education, how 
many women's occupational prospects or status are improved through participation, or 
indeed the lead times between these events. Anecdotal evidence from my interviews with 
Service Provider C (2007), my previous consulting and policy work (see Chapter 1), and 
information provided by interviewees for this study, indicate that articulation rates from 
one settlement education to the mainstream education system for women are low. 
Nevertheless, following from the arguments I put forward in Chapter 2 about the various 
benefits of participation in education, I surmise that participation in the AMEP at the very 
least confers on women some positive outcomes. How they are imagined and represented 
by this particular environment, therefore, very much matters. 
Purposes of the settlement education policy 
As foreshadowed in the introduction, I looked to the purposes of settlement 
education policy as a means for understanding representations within it. The documents I 
examined for determining purposes included: 
• Life in Australia (DIAC 2007a) — a document contextualising the importance 
of English and Australian values; 
• Beginning a Life in Australia: Welcome to Victoria (DIAC 2008a); 
• Review of the Adult Migrant English Program (DIAC 2008b); 
• Welcome to the Adult Migrant English Program (DIAC 2008c); and 
• The AMEP website (DIAC 2010a). 
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These texts are appropriate to such a task because they are freely and widely 
available government publications, intended to convey the nature and purposes of the 
AMEP within a settlement context to new arrivals, service providers, and other relevant 
parties. I analysed these documents for phrases which might elucidate the program's 
purposes, such as, 'This policy will function to give you make you . . . ., enable ... 
., provide you with .. .., bring about.... lead to , and improve '.I also 
looked to implicit aims. 
Australia's migrant settlement programs are designed to facilitate 'successful' 
outcomes for migrants and refugees (DIMA 2006b, p.3; DIAC 2008a, p.5; DIAC 2008b, 
p. 5, DIAC 2009). Included in a definition of 'success' for humanitarian entrants in 
particular, are goals of'independence' (DIAC 2008b, p.8) and 'self-sufficiency' (UKY 
2003, p.5). Cultivating greater independence was articulated as a central reason for 
consolidating refugee services during the 1990s (UKY 2003, p. 5). So what does the 
settlement policy environment consider necessary to building independence and self-
sufficiency? In describing the philosophy behind its review of the 'ways to improve 
settlement outcomes for humanitarian entrants', the Interdepartmental Committee of 
Australian Government Agency Heads (IDC) (DIMA 2006b, p.3) lists as most critical to 
settlement: 
• Learning English; 
• Getting a job; 
• Committing to Australian values; and 
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• Participating in mainstream activities (integration). 
Through my broader engagement with government literature, these four elements 
generally appear to constitute the goals considered important to successful settlement 
(DIAC 2008b). 
English occupies a central place in the settlement literature. For example page 1 
of'Life in Australia' (DIAC 2007a, p.l) advises that 'English is the national language 
and is ... an important unifying element of Australian society,' while page 6 of 
'Beginning a Life in Australia' (DIAC 2008a) lists 'Registering for English classes' as 
one of the top priorities for new migrants. As it is explained, English is required to 'take 
part fully in Australian life' (DIAC 2010b). In this sense, the AMEP (DIAC 2010b) is 
represented as offering more than 'just English. . . . You will also learn about Australian 
society, culture, and customs' (DIAC 2010b). English is characterised as the lynchpin to 
the successful settlement outcomes mentioned earlier. 'Without English, you will find it 
difficult to get a job and become independent. English is also needed if you wish to 
become an Australian citizen' (DIAC 2010b). Thus, by attending the government's 
English language program, it is envisaged that one will emerge with enough functional 
English in order to obtain a job, embrace Australian values, and participate in mainstream 
activities and institutions. 
The AMEP program is targeted towards those without 'functional' or 'basic' 
English 'in order to deal with everyday social and some work situations in English' 
(DIAC 2010c). It also indicates that through the AMEP students will meet with other new 
arrivals, and that it is a place in which individuals can make friends. Further to 
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functionality, is the mention of 'realistic goals' for migrants (DIAC 2008b, p.7). A M E P is 
described as the 'cornerstone that assists people to learn English to a level that helps them 
to achieve realistic goals such as employment, further study and social participation'. I 
raise questions about the implications of these descriptors - 'functional' English and 
'realistic' goals - for representations of the policy subject later in the chapter. 
Settlement education policy, representational norms, and refugee women 
Having described the purposes of the AMEP under a broader umbrella of 
humanitarian settlement policy, I will now turn to the task of considering Marston's 
(2004) problematic social policy subject; that is, in what ways does this policy position its 
subjects as problematic, and towards whom or what is the policy attempting to condition 
them? (Marston 2004). Further, what are the implications of these representations for 
refugee women? 
Based on the purposes of settlement policy, the newly settling refugee subject is 
problematic (Marston 2004) by virtue of requiring 'independence' and 'self-sufficiency'. 
Her challenges lie in needing to find a job, in her lack of understanding of or lack of 
commitment to Australian values, and in her isolation from mainstream Australian 
activities (DIAC 2008b). The nature of her problems is located, at least in part, with/in 
her through her lacking or deficit English. In converse order from the problematic 
subject, the ideal subject learns to speak English functionally (DIAC 2007a, 2010b). This 
enables her to attain employment (presuming language is a key barrier to employment), 
to understand and adopt Australian values (presuming a literal understanding of them is 
the key to their adoption), and to remove her from the isolation of her family and or 
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community enclave in order to participate in mainstream Australian' activities. I shall 
explore each of these normative discourses in Australia — citizenship, work, and social 
integration in Australia - and comment on their implications for the representation of 
participants, including refugee women. 
Citizenship and values 
In relation to Marston's (2004) 'problematic' social policy subject, participants in 
settlement education are positioned as either not knowing, not understanding, not 
respecting, or not adhering to a set of prescribed Australian values. In one reading, it is a 
lack of English that constitutes the problem. Later in this chapter, and in light of similar 
concerns expressed by Warriner (2003) (see Chapter 4), I question any unproblematic 
link that might be drawn between 'the problem' (lack of 'Aussie' values) and 'solution' 
(English language learning) (Bacchi 1999). 
In another reading, the problematic policy subject is seen as reticent to accept, or 
too uncivilised to understand, the premise of these values. Based on comments made by 
key political leaders during Howard's prime ministerial term, there is evidence that this 
latter view pervades policy making. The comments to which I refer include those made 
by former Immigration Minister Alexander Downer about asylum seekers being 
uncivilised (Clyne 2005); the former Deputy Prime Minister Peter Costello (2006), who 
criticised the failings of 'mushy multiculturalism'; and Pauline Hanson, former leader of 
a conservative, ultra-nationalistic political party called One Nation, whose maiden speech 
to parliament reflected highly conservative views on race (Australian News Commentary 
2007). The representations of migrants and refugees expressed in the comments of these 
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individuals are reflective of a broader shift in Australian migration policy towards 
integrationism. I will proceed to describe this shift, and its implications for the subjects of 
settlement education policy. 
Assimilationist and integrationist migration policies reflect a view that social 
cohesion is best facilitated through conformance by outsiders with dominant cultural 
norms (Lopez 2000, Jakubowicz 2008). There has been an ongoing debate in Australia 
about migrant conformance with hegemonic norms. As Tsolidis (2001) explains, 
Immigration debates tend to focus on inclusion and exclusion and assume that the 
desired end-point is successful integration into the existing population which is 
understood in hegemonic terms (Tsolidis 2001, p.17). 
Jakubowicz (2008) cites a range of reasons for the demise of multiculturalism in 
Australia: 
The period after 11 September 2001 has been characterised by four features of the 
Australian immigration environment that were less evident in the past. At the global 
level there is rising competition with Australia for high "value-add" immigrants. 
Within Australia, years of under-investment in education and training in conjunction 
with a minerals export boom has created a market for "body hire" short-term 
immigrant workers. Rising fear of and antipathy to Islam has reinforced border 
controls and internal security clampdowns that have the added effect of intimidating 
and humiliating "mainstream" Muslim Australians. And continuing refugee crises 
have focused attention on the "integration" capacity of African humanitarian entrants 
(Jakubowicz 2008). 
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Fear and concerns about social cohesion have been significant influences on 
policy shift to integrationism (Lawrence 2005, Jakubowicz 2008). 
Social cohesion is a contingent term (Markus, Jupp & McDonald 2009, pps. 106 -
149) that is defined by the policies crafted to bring it about (Bacchi 1999). 
Assimilationism vests the conditions for social cohesion in sameness. In the current 
climate, social cohesion has been problematised in relation to ethnic enclaves, cultural 
difference, and Muslim extremism (see for example the UK — Ager & Strang 2008, 
p. 174, Jakubowicz 2008, Castles et al 2002). The contemporary prevailing view of social 
cohesion manifests in the privileging of citizenship courses, ceremonies (Ager & Strang 
2008, p.174) and tests, values statements (Jakubowicz 2008), and the teaching of national 
character and values. Here, social cohesion is premised on defining who it is 'we' are, in 
relation to 'them' (Ager & Strang 2008, p. 174). 
In Australia, government concerns about social cohesion are circumscribed by an 
historical fear about Asian invasion, the threat of racial 'contamination' by Aboriginal 
people, the exploitation of Australia's 'benevolent' migration policies, and threats posed 
by 'others' to 'our' national culture and values (Clyne 2005, Jakubowicz 2008, Lake & 
Reynolds 2008). Desirable dominant Australian character traits, such as fairness, honesty, 
mateship, and civility, are vested with Anglo Celtic male figures, such as the rugged bush 
man, Australian war heroes of 20th century (DEST 2005), conservative Anglo Australian 
political leaders (Errington & Onselen 2007), and Anglo-Australian sporting heroes 
(Coorey 2008). 
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These values have found expression in government policy documents and 
speeches of significance (DEST 2005, Costello 2006), in the Citizenship test21 and 
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Values Statement , and in the renaming of the Department of Immigration and 
Multicultural Affairs (DIMA) to a Department of Immigration and Citizenship (DIAC). 
Some politicians and media outlets have problematised certain domestic disturbances in 
relation to these values (Costello 2006). For example, the Cronulla riots (a violent 
altercation between Lebanese Australian and Anglo Australian young men in Sydney) 
and incidents of 'African gang' based violence (Oxfam 2007, Caldwell 2007) informed 
the views of former Deputy Prime Minister Peter Costello (2006) that 'mushy 
multiculturalism' was undermining Australia's national character. 
21
 According to the D I A C (2010d) 'The citizenship test is designed to assess whether you have an 
adequate knowledge of Australia and the responsibilities and privileges of citizenship.' The test is in 
English, and applicants must give correct responses to at least 75% of the test's 20 multiple choice 
questions. Applicants must first apply for citizenship before undertaking the test. 
22 The DIAC (2010e) website explains that since 2007 'all applicants aged 18 years and over are 
required to sign a values statement when applying for selected visas. The statement requires applicants to 
confirm that they will respect the Australian way of life and obey the laws of Australia before being granted 
a visa'. The values consist of: respect for the freedom and dignity of the individual; equality of men and 
women; freedom of religion; commitment to the mle of law; support for Parliamentary democracy; a spirit 
of egalitarianism that embraces mutual respect, tolerance, fair play, compassion for those in need and 
pursuit of the public good; and equal opportunity for individuals, regardless of their race, religion or ethnic 
background 
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There are concerns about the way in which the Values Statement and Citizenship 
Test requirements represent migrants, and especially refugees (Jakubowicz 2008). First, 
is a concern that criteria extraneous to Australia's obligations under the Refugee 
Convention continue to inform our decisions about the acceptance or rejection of refugee 
applications. Second, is a concern that the requirement to sign a citizenship 'pledge' in 
effect holds migrants and refugees to a different standard than local citizens. From this 
perspective, the 'ideal' migrant subject embodies a version of Australian subjectivity that 
does not exist even in 'reality' in the mainstream community. Of final concern is the 
implication that a universal understanding of 'Australian' values exists, and the 
consequence of this representation for newly arriving migrants. I shall speak briefly to 
each of these concerns. 
In Chapter 4 I indicated that the representations of refugees and migrants are 
commonly conflated by government and the media, suggesting a degree of choice and 
opportunity for refugees that do not apply to their circumstances. Australia has a tainted 
history of emphasising race and labour based criteria over humanitarian considerations in 
its refugee programs (Pittaway 2001, p.99). Such emphases propagate a representation of 
refugees as similar to economic migrants, including implications about the degree of 
autonomy and agency of refugees. Requiring refugees to sign a values statement suggests 
similar conditions for autonomy. This is inappropriate given that refugees arrive in 
Australia because they are escaping persecution. As compared with other migrant groups, 
such as economic migrants, any 'choices' refugees make are constrained by a fear of 
refoulement. 
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With respect to m y second concern, a requirement to sign the Values Statement 
disproportionately problematises migrants and refugees in relation to other residents. The 
return to integrationism has been significantly informed by a view that the entry of 
migrants and refugees has correlated with a degradation in Australian values and social 
cohesion (Costello 2006, Caldwell 2007). The logic in this correlation is uncertain. For 
example, if 'respect for equality between men and women' is an important Australian 
value, then why are disproportionate numbers of men elected to parliament (DFAT 2008) 
and why do women as a group earn lower wages than men? (Dunlevy 2009). How is it 
that the events of Sydney's Cronulla beaches are seen to constitute an 'attack' on our 
values, while the prevalent gendered segregation of labour does not? In posing these 
questions, 1 am drawing attention to the 'common sense' representation of refugees and 
migrants as problematic in relation to the values, while any contravention or challenging 
of the values by individuals and groups of the dominant culture are more likely to be 
represented in a positive light. 
The framing of the 'problem' (Bacchi 1999) would indicate that it is not the lack 
of or disintegration of values with which certain Australian politicians are innately 
concerned, but rather with the presumption of migrant and refugee contribution to that 
demise. This presumption enables a disproportionate focus on the policing of one 
community over another, as in the example of Sydney's over-policing of alleged 'welfare 
cheats' who were Greek (as opposed to any other groups) during the 1980s (Tsolidis 
2001, p.20). In the situation of requiring that refugees sign a 'values statement' and in the 
disproportionate laying of unfounded charges against Greek Australians suspected of 
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welfare fraud, the community of difference itself, rather than any particular problem, 
becomes the locus of action. 
Jakubowicz (2008) comments specifically on the implications of regulatory 
instruments like the Citizenship Test, for humanitarian entrants: 
Leaving aside the internal problems with the test, its focus is clearly to make access to 
citizenship (as the proxy for integration) remarkably easy for skilled immigrants, 
while reinforcing the sense of marginalisation and estrangement that characterises 
much of the humanitarian stream experience (Jakubowicz 2008). 
Indeed, because refugees fail more often at the test than other migrant groups, it 
acts as a further process of marginalisation. 
My final concern relates to the representation of Australian values as being 
universal and 'common knowledge' (DIAC 2007a) and by implication, that their 
wholesale adoption is the indicator of a 'good' migrant and refugee. The suggestion that 
values are universal masks their status as socially constructed, historically located 
phenomena that change over time. In the following quotation, Jakubowicz (2008) points 
to limitations with and historical inaccuracies in representations of Australian values by 
government: 
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The supporting documents for the [Citizenship] test make no mention of 
multiculturalism as an Australian value or even a momentary dimension of Australian 
policy. Nor are there any questions that explore this idea. The test has a limited sense 
of what Australian values and practices may be (none are associated with the 
immigrant communities from non-British origins), and the expectation that citizens 
sign on to these values recurs frequently in the sub-text of the support documentation. 
In many places the supporting book reveals an astonishing ignorance or reconstruction 
of Australian history, ranging from the assertion that soccer is a recent phenomenon to 
a justification for anti-Chinese racism in the nineteenth century (Jakubowicz 2008). 
The suggestion that 'good' Australians are in furious agreement with the values 
belies a diversity of views, even from within similar sides of politics (see for example 
Costello 2006, Nelson in DEST 2005, etc). Privileged participants in the local Australian 
debate about values — government, media, and other commentators — are represented as 
champions of a robust democracy. Conversely, refugees and migrants bringing diverse 
perspectives are represented as posing a threat to social cohesion, and are required to sign 
a Values Statement. 
As with the Refugee Convention, questions arise about the ways in which refugee 
women's lives and experiences are represented in this policy. The negative and limiting 
aspects of representations described above apply equally to refugee women, to which a 
'gender lens' may also be applied. Traces of the pervasive discourses about refugee 
women's victimhood (Indra 1999, Johnson 2005) can be observed in the concern to assist 
'uncivilised' entrants through their mandatory adherence to Australian values. For 
example, in examining comments from dominant government discourses, it is impossible 
to ignore the implication that compelling adherence to a value of 'gender equality' is 
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necessary because of the uncivility or barbarism of 'other' cultures (Clyne 2005). While I 
would not contest the importance of explaining Australia's emphasis on gender equality 
for new migrants, the policy regime of compliance rather than just education implies a 
certain understanding of policy subjects. Firm direction is required from us because of the 
degree of the represented 'problem'. The discourse suggests refugee women need 
'saving' from their barbaric cultures by Australia's more progressive value system. 
The normative standards against which successful settlement is represented might 
also be understood as masculinist. This raises a question about whether refugee women 
are more likely to 'fail' at them. For example, in establishing households (Pittaway 
1991), and in being commonly less connected in the early stages of settlement with the 
public world (for example in terms of paid work), refugee women can take longer to learn 
English. It is unclear the degree to which this translates into delayed and more limited 
learning outcomes. The experience of gender renders women Tess than' in relation to 
normative measures. In this, I am reminded of Carol Gilligan's (1993) thesis on moral 
development, which found that the representation of girls as morally inferior was 
ultimately the failing of a gender blind (or discriminatory) set of measures. During 
Chapters 9 and 10 of this thesis, I consider feedback from my interviewees which 
illustrates their complex understandings and engagements with notions of citizenship and 
social participation. My point is that perhaps current principles against which successful 
settlement is measured are lacking for refugee women especially. 
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Work 
From an employment perspective, who is the problematic subject (Marston 2004) 
of settlement policy? Unemployment or rather, seeking employment, characterises the 
problematic migrant, especially refugee, subject. In the short term, 'realistic' goals 
(DIAC 2008b, p.7) are the measure of ambition for the new non-English speaking 
migrant. The policy doesn't make clear what kind of employment is integral to settlement 
success, nor the way employment might fit within a broader set of life goals and 
parameters. Thus, it is not possible to 'impute' from the policy in what way the 'ideal' 
subject is employed. However dominant discourses around migrants, refugees, and work 
provide some indication of what is considered 'realistic' for refugees, including refugee 
women. It is this dominant understanding of what is 'realistic' for refugees, including 
refugee women, and its translation into an over emphasis on less desirable short term 
work options (of course, imperative at the outset of settlement) that is of concern to me. 
A significant discourse exists in Australia linking the value of migrants and 
refugees (Pittaway 2001, p.99) with filling Australia's labour gaps. That local economic 
imperatives inform a program of economic migration is hypothetically logical, especially 
if migrants have skills to offer that the country requires, and if their working rights are 
protected. However the imperative to fill labour gaps with migrants (and refugees) cannot 
be understood outside the prevalence of certain raced and gendered discourses in 
Australia. 
Castles et al. (1988), Tsolidis (2001), Jakubowicz (2002) have argued that Post 
World War II repopulation migration policies of the Australian government were 
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premised on a hierarchy of desirability. Migrant groups were encouraged and selected on 
the basis of racial similarity. As the government grew desperate for greater working 
numbers (factory fodder), it was prepared to accept migrants beyond its notion of the 
ideal (Tsolidis 2001, p.20). As Tsolidis (2008, p.211) explains of migrant intakes after the 
exhaustion of racially 'similar' groups 'They were simultaneously least desirable and 
imperative for the rapid industrialisation planned'. 
It could be argued that historical discourses of migration set up a category of 
second tier citizenship in Australia, facilitating what might be termed a 'silent' contract. 
In the service of the national interest, and as an act of benevolence, Australia 'takes on' 
workers of non dominant races. Consequently, migrants and refugees are expected to 
exhibit enthusiasm and gratefulness for these opportunities that they might not otherwise 
have. In short, migrants, unlike other citizens, are expected to accept lesser opportunities 
and exhibit gratefulness for the second tier opportunities available to them; opportunities 
for which other citizens are not necessarily expected to be grateful. 
The influence of these discourses surrounding labour and migration remain 
pervasive in 21st century Australia. They are observable in times of economic downturn 
when debates about unemployment and population focus on migrants 'taking' local jobs 
(Tsolidis 2001, p. 18) and the drain of refugees especially on the welfare state (The 
Australian 2010). Thus, the problematic migrant of settlement is positioned by dominant 
discourses in two ways. She should be employed (so as not to be a drain on the welfare 
state); however the nature of that employment should not rob local citizens of the 
dominant culture of the cream of opportunities. 
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In a globalised economy, the labour threat need not even be located onshore. 
Increasingly, cheap off-shore labour (the use of Indian phone operators in the 
telecommunications industry is perhaps the most obvious example) inscribes new and 
different meanings onto migrant labour and creates new frameworks for understanding 
the migrant 'threat' (Markus, Jupp & McDonald 2009). The concept of second tier 
citizenship is afforded new meaning in the global economy. Migrants from poorer nations 
commonly work trans-nationally in order to survive. In a global hierarchy of desirability 
they accept more restrictive and dangerous working opportunities and conditions because 
their 'choices' are limited. Yeoh (2009) has written poignantly about the impact of these 
conditions upon women. In such an environment, it is telling that the International 
Convention on the Protection of the Rights of All Migrant Workers and Members of 
Their Families remains the only U N treaty to which Australia is not a signatory 
(OUN H C R 2 0 1 0 ) . 
These contextual factors have particular implications for refugees, including 
refugee women. A s noted in Chapter 4, while refugees m a y aspire to a prosperous 
settlement environment, the predominant driver of their journeys is protection. The 
conditions and expectations which attach to economic migration should not necessarily 
apply to refugees. Yet discourses about racial desirability prevalent in economic 
migration can also be observed in the administration of government humanitarian 
programs. The hierarchy of desirability and labour imperatives have been visible in 
Australia's late 20th and early 21st century refugee programs (Pittaway 2001). For 
example, debates over the past five years about the 'suitability' of Horn of African 
entrants to settle appropriately, and moves by the former Immigration Minister Kevin 
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Andrews to 'roll back' African entry (which has family reunion implications) are 
reminiscent of the racialised discourses mentioned earlier (Oxfam 2007, Caldwell 2007). 
Further to this, a variation on the 'silent contract' attaches to refugees. In this reading, 
refugees should be 'grateful' for being saved from their persecutory environment, and 
consequently accept what is available or left in labour market opportunities as an 
illustration of their gratitude. 
In Chapter 1 I characterised loss as a significant element of the refugee journey. 
Having lost or been denied citizenship in their home countries, the experience of further 
forms of limitation after the hope of settlement can be debilitating for refugees. My 
policy and advocacy work (see Chapter 1), and feedback from the interviewees, exposed 
me to a range of stories where refugees with qualifications from their own countries 
settled for underemployment in Australia because either their qualifications were not 
recognised, or they could not attain employment in their chosen field 
Dominant discourses around labour and migration can have particular 
implications for refugee women. For example, certain kinds of work are imagined as 
appropriate by the dominant culture for migrant women. For a recent historical 
perspective on the issue of migrant and refugee women and labour, it is useful to look 
back at a 1992 Bureau of Immigration Research conference which was one of the first in 
Australia drawing attention to the issues facing working migrant women. According to 
Singerman (1992), because 50% of migrant women to Australia were accepted under the 
family reunion category (in contrast to their partners, who predominate in the skills, 
humanitarian, and special entry categories), migrant women's labour contributions have 
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remained significantly invisible. In reporting on the conference, Singerman (1992) 
explains, 
Migrant women, especially those from non-English speaking backgrounds, are still 
subject to stereotyping, still suffer from lack of skill recognition, still mainly work in 
manufacturing industries, bear the brunt of settlement, transport difficulties and inter-
generational culture clashes. In the eyes of the general public, they are still lumped 
together, with little respect for gradations of history, skill, English proficiency and 
personality (Singerman 1992). 
Some presenters at the Bureau of Immigration Research Conference also provided 
a focus on the discrete challenges facing refugee women. Occupational downgrading is a 
trend (Chiswick, Lee & Miller 2003). And while the labour participation rate of refugee 
women was high, lack of English, lack of documentation, and lack of support networks 
inhibited these women's capacity to have qualifications recognised: 
Female refugees in the manager/administrator category experienced the greatest 
downward mobility in the Australian labour market: 23% were in these occupations 
before migration compared to 4% in 1988-89 (Iredale 1992 quoted in Singerman 
1992). 
The conference also pointed to more complex representations of migrant and 
refugee women than pervade dominant stereotypes, which position them as passive, 
docile, and unambitious. Lever-Tracey (1992), for example, spoke to the dynamic and 
responsible role played by Chinese women in small business. And Casey, assistant 
director at the Australian Bureau of Statistics (ABS), Queensland, contended that while 
NESB (Non-English Speaking Background) women with poor English are, 
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over represented as tradespersons, plant and machinery operators, drivers and in 
labouring and related occupations ... Asian-bom immigrant women who are proficient 
in English have the highest proportion of females employed as professionals of any 
major birthplace group (Casey 1992 quoted in Singerman 1992). 
The research showed diverse approaches and capacities within the workforce, 
including evidence that the conditions of settlement for migrant women often enable new 
and different means of empowerment. 
Despite the diversity and complexity in refugee women's experiences, significant 
systemic impediments to their participation in paid work remain. For example, we are 
aware that women take on the majority of unpaid labour after arrival (Pittaway 1991), 
presenting barriers to their uptake of English in equal numbers with men. New 
humanitarian settlement demographics bring with them different sets of issues for refugee 
women. For example, young women resettling from the Sudan often arrive with larger 
families, and such women have frequently been widowed as a consequence of the war 
(DIAC 2007c). Even back in 1997, the Urbis Keys Young (2003) report noted that new 
migrant intakes were in need of more intense and different responses to previous groups. 
Many of the young women from the Sudan have not participated in formal primary 
and/or secondary education (Success Works 2005, DIAC 2007c). The implications for 
these women differ significantly, for example, from those women who came to Australia 
from Bosnia in the 1980s. 
Of primary concern to me is the degree to which the dominant subject of 
settlement policy does (or does not) take account of refugee women's experiences. I have 
noted that new migrants must aspire to 'realistic' work goals; however, is the universal 
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subject of these 'realistic' goals the same as MacKinnon's (2006) problematic 'human' 
rights subject; that is, do women's experiences count as human experiences in the policy? 
For example, it is unclear whether poorly regulated sex work, low paid domestic labour 
or menial factory labour, work commonly undertaken by migrant and refugee women, 
should be considered the measure of what is 'realistic' for them. Maltzahn (2009) argues 
that supply and demand in the Australian sex trade (and in trafficking) is premised on the 
intersecting variables of gender and hierarchies of racial desirability. Gaps in the market 
are forcibly filled by women with less social, cultural, and economic capital. Refugee 
women enter Australia with arguably less social, cultural, and economic capital than 
almost any other migrant groups, and women in the local population. It is unclear 
whether the current policy takes account of these types of gendered 'realities' when 
coining phrases such as 'realistic goals'. 
That migrant and refugee women are not a homogenous group and come with a 
diversity of experiences should also be reflected in policy. Different 'levels' in the 
language classes cater to a certain extent of diversity. However, some women enter the 
country with no literacy in their mother tongues and others with higher degrees; thus, we 
might imagine quite different outcomes after participation in the AMEP. If learning 
English moves an individual towards a more ideal version of subjectivity, then what does 
this mean for those with less English, or who are not literate? In practical terms, 
'realistic' expectations may correlate with Tow' expectations. Indeed, as Warriner (2003) 
notes of the U.S. system, 
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the ways in which students are prepared for [finding entry-level jobs]. .. serves to 
provide them with minimal and basic second language learning opportunities, certain 
types of (low-skill) literacies, and low expectations of themselves and their futures 
(Warriner 2003, p. 175). 
The interviewees in Warriner's (2003, 2004) research, like my own, understood 
the imperative for short term and immediate work to meet economic requirements. 
However these women conceived of themselves in far bigger picture terms than the short 
term. There is little question that settlement education can only facilitate partial progress 
along the settlement path. However, I am raising a concern here about whether dominant 
discourses of work informing settlement education conceptualise participants, especially 
refugee women, in a manner which encompasses both the short and the longer term. 
Social 'participation' 
With respect to mainstream social participation, the problematic policy subject 
(Marston 2004) is isolated, remains in an ethnic 'enclave', and does not join in 
mainstream activities. The policy implies that language is her barrier, and if English is 
acquired then adoption of local values and mainstream participation will transpire. In an 
integrationist policy environment, concerns about isolation arise from of its potentially 
negative impact upon social cohesion, rather than any broader concerns for the complex 
impacts of isolation upon individuals or groups. Such a view, again, may exclude the 
perspectives and experiences of refugees, including refugee women. 
Despite being linked to the concept of social cohesion, an understanding of what 
is meant by mainstream participation is not clearly articulated in the policy. It would be 
difficult to gauge, for example, whether engagement by individuals with local ethnic 
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communities or outspoken criticism of or protest against the Australian government or 
certain Australian values would constitute 'mainstream participation' from a policy 
perspective. As argued in my discussion of Citizenship (earlier in this chapter), one's 
subject position appears to have an impact upon how one's activities are represented 
within the dominant discourse. Participation in debates and protests by those occupying 
subject positions privileged in the dominant discourse are likely to be represented by 
government and media as a positive exercise of democratic rights. In an integrationist 
climate of anxiety or fear about social cohesion, the behaviours of migrants and refugee 
may not be represented in the same way. An understanding of current debates around 
social cohesion in an integrationist policy environment is useful to contextualising my 
argument. 
The question of how to achieve 'social cohesion' is commonly accompanied by a 
debate about the relative merits of 'social bonds' versus 'social bridges'. 'Social bonds' 
refers to the maintenance of relationships and cultural practices within local ethnic 
communities, while 'social bridges' refers to the instigation of links between newcomers 
and the broader, dominant culture. Advocates of multiculturalism view social cohesion 
and diversity as compatible social goals, while those who support integrationism and 
assimilationism emphasise the importance (to different degrees) of conformance by 
'outsiders' with local, hegemonic social norms. Some commentators have argued that 
'social bonds' (articulated as 'ethnic enclaves') are antithetical to social cohesion, and 
should be de-emphasised as a policy practice against the promotion of social bridges 
(Costello 2006). Others argue that 'social bonds' and 'social bridges' are not 
incompatible (Modood 2005, Ager & Strang 2008). 
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Jakubowicz (2008) locates the key driver for the current Australian government 
focus on social bridges (mainstream participation) with re-emergent fears about the 
'capacity to integrate' of particular groups, especially Muslims and Africans. This 
correlates with Tsolidis' (2001, 2010) view about the way difference informs hierarchies 
of desirability in immigrant intakes and, I would add, correlates with fears about those 
groups. A recurring social theme in Australia rests with fears about being 'overrun' 
(Clyne 2005) and a fear that large numbers of migrants who are 'different' will threaten 
social cohesion (Tsolidis 2001, p.20). The sum of these developments is that the subjects 
of settlement programs are understood as problematic to social cohesion. 
This returns us to the question of how the identity conundrum between old 
identity and new identity ought be resolved; that is, how much identity must be shed 
before social cohesion is achieved? Broad and abstract answers are provided to this 
question in some government publications. These documents make clear that something 
beyond adherence to the law is necessary for newcomers; an adoption of values is 
required: 
Within the framework of Australia's laws, all Australians have the right to express 
their culture and beliefs and to participate freely in Australia's national life. At the 
same time, everyone is expected to uphold the principles and shared values, as 
outlined in the introduction, that support Australia's way of life (DIAC 2007a, p. 8). 
While this statement 'acknowledges' a role for home country cultures, it makes 
clear that Australian values prevail. 
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It is also important to note differing perspectives in the migration policy field 
about the relationship between social bonds and social cohesion. Ager & Strang (2008) 
draw on a number of studies to illustrate that the maintenance of 'social bonds' may in 
fact have benefits for the integration process. Leaders in women's cultural organisations 
with whom I have worked argue that isolated women often take their first steps towards 
broader social participation through localised, neighbourhood ethnic or women's groups. 
Ultimately, current settlement policy renders unclear the degree of past and 
present identity required to facilitate social cohesion. Resolution of this dilemma impacts 
critically upon representations of the problematic social policy subject. Currently, 
mainstream participation implies adaptation by outsiders with dominant cultural 
activities; not an engagement by equal subjects in shaping or re-shaping the status quo. 
The policy masks an underlying view that migrant and refugee subjects are entitled to 
'equal rights' (Ager and Strang 2008, p. 176), rather than equal status (Benhabib 2005: 
673). In this scenario, newcomers are afforded an entitlement to having 'the same', 
without delving into the messy territory of rights to shape, inform, or reject. Such 
integrationist policy implies that newcomers enter an environment of static values and 
social engagements to which their differences pose a disruptive threat. This obscures a 
view that values and social platforms are in constant flux and newcomers are just one 
element in adjustments to that mix. 
Further concerns arise about the policy when it is considered from a gendered 
refugee perspective. It is unclear the degree to which dominant understandings of 
mainstream social participation account for refugee women's experiences. It would not 
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appear, for example, that the dominant notion of mainstream social participation takes 
into account refugee women's predominant responsibility within the family for 
establishing the home and taking care of husbands, children, and other family members. 
For such women, the first site of social connection might be local ethnic women's 
communities. Indeed, such communities commonly serve as platforms through which 
newly arrived women develop a sense of collective voice which enables them to 'bring' a 
perspective to the broader community. Again, my concern is not to detract from the value 
of social bridges; it is rather to question the ways in which women's experiences might be 
absent in policy frameworks and the ways in which these omissions further problematise 
and marginalise them. 
This returns me to the concerns I raised earlier in this section about the dominant 
meaning of isolation in a policy climate of integrationism. Beyond its implications for 
social cohesion, isolation has a range of other impacts upon individual migrant and 
refugee women (see for example Success Works 2005). Based on evidence in this thesis 
and views gathered from refugee women across the breadth of my professional career, a 
range of variables intersect to create the problem (Bacchi 1999) of isolation. Language 
barriers, lack of access to transportation, having to take on responsibility for home and 
family duties including childcare, lack of employment, and geographic factors can all 
bring about conditions of isolation (Success Works 2005). For refugee women, the " 
experience of isolation may be compounded by previous experiences of torture and 
trauma, and other aspects of the refugee experience. 
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Language is a critical tool in facilitating social links. Nonetheless, in a policy 
climate of integrationism, the neat relationship drawn between English language learning, 
isolation, and the prevention of ethnic enclaves should not remain un-interrogated. There 
is a danger that women who do not or cannot learn English might be vested with personal 
responsibility for 'endangering' social cohesion; further, the heavy emphasis on English 
may detract from other, gendered variables that intersect to bring about isolation. I raise 
these concerns to illustrate that, like the definition of persecution in the Convention, 
definitions of mainstream participation and isolation do not appear to appropriately 
encompass and reflect the experiences of refugee women. 
The representational implications of AMEP as a policy solution 
In settlement education, government draws a link between particular 'problems' 
and their 'solutions' (Bacchi 1999). The represented problem is a lack of social cohesion 
brought about by migrants and refugees through their antipathy to Australian values, lack 
of employment, and their preference for remaining in ethnic enclaves. The solution, in 
part, is vested with the teaching of English and the adoption of national values. I wish to 
argue here that there may be negative implications for the representation of policy 
subjects in drawing such an unproblematic relationship between 'English' and 'the 
goals'. 
I should like to commence this discussion by emphasising that English is an 
extraordinarily important skill to develop for participation in Australian life, and was 
emphasised by all participants in my research. I provide a snapshot of these perspectives 
on English in Chapter 9. However I wish to explore the idea here that government's 
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representation of the problem itself, and the proposed solution, might increase the 
conditions for re-marginalisation (Bacchi 1999). If participation by migrants and refugees 
in the AMEP program does not facilitate the kinds of outcomes imagined by it — 
'Aussieness', employment, and the favouring of mainstream over local social 
engagement — then it is unlikely government will see the strategy itself, English 
language learning, as the site of the problem. Rather, the problem will be further located 
with migrants (as it already is, in an integrationist framework that problematises 
difference). 
Dominant discourses of liberalism in Australia, especially under Liberal 
(conservative) governments, reason that once an individual is 'equipped' with the tools 
(such as settlement language classes) for social participation, then any failure to perform 
rests with her. Such a presumption denies the social nature of these goals. For example in 
the field of employment, I would challenge any presumption that 'English' alone can 
impart the range of 'capitals' (Bourdieu 2006) required for participation in the labour 
market. Further, even with some English, refugee women face barriers because of gender 
(home duty responsibilities, childcare, etc) and other discriminatory attitudes in the work 
place about racial appearance, language expression and other aspects of identity. In this 
context, I am articulating a caution about the degree of responsibility placed on English 
language learning for facilitating such outcomes. To be clear, English might be necessary 
for work; but attainment of work cannot be guaranteed because of English. 
Connected with this is an unstated and untested concern about the 'quality' of the 
tool itself. If English language teaching and learning is important for meeting the goals, 
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then the requisite funding, resources, and quality pedagogy must be provided. Anecdotal 
reports from Service Provider C (2007) whom I interviewed for this project, and 
anecdotal evidence from my own industry based work23, suggests that there are 
significant barriers for women wishing to move from settlement education to mainstream 
educational pathways (DIAC 2009). It is also not clear whether current provision enables 
meaningful employment for those who have never been literate before, either in their own 
language or English. 
Each of these matters belies a deeper question about the capacity of English 
language learning to facilitate goals which, in themselves, might be flawed (Bacchi 
1999); that is, a solution (such as AMEP) will always fail if the problems it is designed to 
address are miscalculated or tenuous. In this respect, I should like to draw a distinction 
amongst the settlement goals. There is arguably a greater 'common sense' or collective 
understanding about the nature of goals such as work and social participation, and the 
relationship of English to these, than there is agreement about what it means to 'learn' 
citizenship. With respect to the latter goal, how does (the solution of) English language 
teaching facilitate adherence to 'Australian values' if there are disparate views about the 
nature of those goals (the problem)? Premising 'success' of this goal on the teaching of 
English increases the probability that policy subjects will be re-marginalised because the 
conditions for achieving the goal are confused. Is the 'key performance indicator' of a 
Here I a m referring to m y work with refugee and migrant women as described in Chapter 1. 
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successful teaching program blind adherence to nominated Australian values, or an 
understanding of, critical review of, and robust engagement with, those values? 
Finally, I wish to touch on the global discourses that have surrounded the teaching 
of 'English' as a solution to perceived social problems. While arguments about 
colonisation do not extend to the environment of settlement education, there has certainly 
been literature which, to borrow terms from Foucault (1980), positions English language 
policies as 'dividing' and 'dominating' practices in the settlement environment. English 
language teaching has been theorised as a process designed to expedite conformance, 
rather than cultivate the conditions for equal participation in citizenship (Warriner 2003, 
2004). As I noted in Chapter 4, the explicit aim of U.S. English Only policy (to teach 
English) is accompanied by an implicit one (eradication of communication in other 
languages) (Warriner 2003). Warriner's argument is that the goal of learning English is 
less important to the U.S. government than the goal of assimilation, because in a choice 
between best pedagogical practice (which Warriner argues includes a role for 
bilingualism), and goals of assimilation (which require the erasure of difference), the U.S. 
government elects the latter. In this sense, the non-English speaking subject is 
problematic, not because of her lack of English (only), but because she is 'other'. 
I do not assert that the AMEP is an 'English only' program. However, I think it is 
important to ask in any settlement context whether English language learning is 
functioning as a true tool of cosmopolitan citizenship, or re-instituting relations of 
domination. In Australia's current climate of integrationism, where concerns about social 
cohesion have been linked to 'difference', it is appropriate to ask the degree to which 
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teaching English for 'mainstream participation' is as much about cultivating social 
bridges, as it is about dissuading 'social bonds'. 
Implications for program participants 
Settlement education is the initial point of educational entry for refugee women in 
Australia, and so the ways in which it regards the subjects of that education is pivotal. It 
is the first set of expectations into which women step, and represents Australia's 'official' 
understanding of them as potential citizens. It plays a significant conditioning role in their 
lives as they 'act' to shape themselves. While the parameters of that education should 
certainly be made clear (it is able only to facilitate a particular level and scope of 
education), nonetheless within those parameters, educational subjects can be imagined in 
a variety of ways. 
In current settlement education policy, participants are problematised in relation 
to a range of dominant norms, with which they are expected to conform in order to 
facilitate social cohesion. In my reading, the norms informing settlement education are 
circumscribed by discourses that are concerned about conformance by these women with 
a set of dominant Australian values, with economic efficiency (through participation in a 
work option considered most 'realistic' for refugees), and with a view of social 
participation driven by concerns about ethnic enclaves. Such representations have 
particular implications for refugee women. 
First, the nature of the policy representations does not necessarily reflect or 
appropriately take into account the experiences of refugee women. The norms against 
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which they are represented are shaped by discourses of gender and race/ethnicity in 
Australia which have historically marginalised women's perspectives. 
Next, a focus on policy subjects as problems negates a more complex view of 
those subjects. A s I have argued in Chapter 4, while refugee w o m e n may be constrained 
by certain life circumstances, they must also be regarded as agents within discourse who 
are capable of exercising choices (even within significant limitations). A s Pittaway and 
Muli (2009) note in their research conducted with 'voices from the margins': 
Despite experiences of persecution, violence, forced migration, loss of family, home, 
and cultural identity, many refugees from the Horn of Africa are settling successfully 
and working not only for themselves, but to assist their communities both here and in 
Africa. However, the media and public opinion in Australia seldom, if ever, addresses 
the fact that so many people from African countries are succeeding in building new 
lives, as well a contributing to the richness of the social, cultural and economic fabric 
of Australia pittaway & Muli 2009). 
The richness and complexity of refugee experience is muted by policy 
representations which emphasise them as problems. Further, a focus on the ways in which 
they do not conform to local dominant norms de-emphasises this agentic aspect of 
subjectivity. 
Also worthy of comment are the particular material effects which transpire if a 
focus on policy subjects as problems underpins policy and program development. That is, 
if a policy is primarily concerned with its subjects as problems, then what room is there 
for representations to take account of strengths, and potential? In Chapter 41 drew 
attention to the 'strengths based' model gaining popularity in the social and welfare 
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policy fields as a useful framework for engaging with the marginal subjects of social 
policy. This model does not deny problems, however it privileges a view of the social 
policy subject as resilient and an author in her own life. It is not apparent in the current 
model of settlement education policy, with its framing of participants in relation to a set 
of deficit requirements, how strengths might be accounted for. 
Further to this is the degree to which the policy imperatives encourage women to 
be 'seen' in terms of their possibilities as learners, family members, workers, and future 
citizens. Learning English to build an understanding of dominant citizenship values, to 
'function' in work, and to build social bridges, does not imply a notion of the subjects as 
contributory, self-actualising agents. That the role of settlement education is to provide 
some basic tools for navigating life in Australia is not at issue. However, surely a 
comprehensive understanding of the subject should not be limited to these parameters. 
Despite the fact that further or higher study is identified amongst some of the possible 
goals to arise from the AMEP, and some level of 'counselling' is offered to participants 
in the AMEP about their educational and work futures (DIAC 2008b, p. 16), frequent 
references in the key settlement publications to citizenship, work and social coherence 
(citizenship and mainstream participation) suggest that these are the core purposes of 
settlement English classes. It appears that there is less emphasis on preparation for 
transition into other possibilities; for transition into long term educational and career 
aspirations (DIAC 2008a, p. 17). 
Settlement education is a 'beginning point' for refugee women; a point at which 
first steps are taken towards the establishment of a future life in Australia. However, 
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despite the fact that participants are in this stage of 'first steps', representations of their 
subjectivities in this stage should not be limited to this stage. The language of 
'functionality' and 'realistic goals', while relevant to the short term learning environment, 
does not represent participants in relation to an aspiration. In signalling the limits of the 
learning space, it commensurately signals the limits of the learning subjects. From this 
perspective, the policy language does not speak in enabling terms. 
For participants who have not participated in formal education before, it may be 
difficult to conceive of what is possible, before one enters the education system of the 
settlement country. In this sense, that system is pivotal to developing any sense of 
possibility or potential in educational agents. This does not mean that it must facilitate 
that outcome in the first 610 hours. However, it could conceive of participants in that way 
— it should account for the fact that these women are agents, accessing a range of 
learning that they will consequently use for outcomes that are important to them. In the 
first instance, their goals may indeed be 'realistically' premised; however their sense of 
hope may be predicated on a notion of idealism, that the discourses into which they first 
emerge should encourage, and not quell. 
Conclusion 
This chapter continues the work of Chapter 4 in examining links between 
representations of refugee women in policy and their material effects (Foucault 1980). I 
chose to focus on Australian settlement education as a local site of enquiry because it is 
the first site of educational access for most refugee women who do not have English, and 
because it can confer on participants a range of important material effects. I was 
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interested to explore h o w this policy site, designed with the interests of participants at 
heart (Choules 2007), understood and represented them and, more importantly, whether 
these representations might be complicit in reproducing marginality. In this sense, my 
work in this chapter constitutes an act of rendering the 'familiar strange' (Gallagher 
1992). I asked, what are the discourses that shape the need for AMEP education, and 
what are the implications of these for refugee women? 
Drawing on Marston (2004) I examined the ways in which the settlement policy 
site problematises new migrants and refugees by exploring the purposes of that program. 
I have argued that settlement education policy problematises participants in relation to 
themes of citizenship values, work, and social integration, and frames rectification in 
relation to the development of functional English, adoption of dominant Australian 
values, attainment of paid work, and social integration. From a gendered perspective, 
these discourses have particular implications for refugee women. In particular, I 
considered the degree to which such representations reproduce the themes of 
ineffectuality, victimhood, and invisibility apparent in the macro policy discourses (in 
Chapter 4) over representations which emphasise the exercise of agency. 
I conclude that while settlement education policy provides a form of important 
support for participants, it suggests a limited and limiting understanding of those subjects. 
Like the Refugee Convention, the policy speaks in relation to a range of hypothetically 
neutral subjects which, in reality, do not effectively encompass and represent the 
experiences of refugee women. However, my key concerns about the policy relate to its 
implications for the representation of agency in the subject. Due to its integrationist focus 
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on conditioning adherence to local norms, and its concern to emphasise the limited 
possibilities available in its timeframe, I argue that the policy inhibits representations of 
participants in relation to strengths, potential, and agency. 
Given my concern that a more complex representation of refugee women is 
required to challenge prevailing discourses, I follow the example of Pittaway (2001) and 
others (Mayer-Rieckh 1993, Warriner 2003, 2004) who have emphasised the importance 
of highlighting specifically gendered aspects of the refugee journey. In Chapter 6,1 
provide a focus on these experiences and their impact upon women's access to and 
participation in education. An understanding of these discrete refugee and educational 
circumstances places in sharp relief the importance of a study about refugee women and 
representations of them. 
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CHAPTER SIX 
THE GENDERED REFUGEE EXPERIENCE AND ITS EDUCATIONAL 
IMPACTS 
Introduction 
In her thesis 'Only Rape', Pittaway (2001) chronicles a series of barriers she 
traversed in convincing Australian policy makers to acknowledge the degree (and nature) 
of torture and trauma experienced by refugee women to Australia. In many nations, 
refugee women's experiences of violence have remained the 'silent scourge' (Kishor 
2005). Pittaway's (2001) efforts, in the face of threats and inducements from government 
to conceal her research, reveal the degree to which there remains significant dominant 
discursive investment in an 'invisible' refugee woman (Indra 1999, Kelley 2001). A 
gendered account of the refugee journey is critical to any consideration of policy or 
service for refugee women. In the context of a research project about the material effects 
of representations in policy (and in the feminist spirit of rendering refugee women's 
experiences visible), I include information here about certain gendered aspects of the 
refugee experience. 
Because persecution is at the heart of the Refugee Convention, I begin this 
chapter with a focus on gendered experiences of violence which transpire from the 
refugee journey. Roe (1992, p.91) suggests that models of forced migration 'generally 
focus on the period before flight, flight itself, reaching safety, resettlement or settlement, 
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and then adjustment or acculturation'. For this reason, I place a focus on home country 
experiences of persecution, and the types of violence which can transpire at camp 
locations and at settlement. 
Next, I explore gendered aspects of the settlement experience, including the 
impact for women of previous elements of the refugee journey at the site of settlement. I 
then turn to the more specific question of refugee women's gendered experiences of 
education at the different sites. This includes consideration of the impacts the refugee 
journey has on women's participation in education at settlement. My exploration is 
designed to build an understanding of the compounding material effects that might 
transpire from the representation of refugee women in settlement education policy after 
arrival (see Chapter 5). 
A note about literature sources 
The field of literature dealing with refugee women's experiences of forced 
migration, while increasing, remains limited. Because of this I have relied heavily on a 
number of key authors whose work has been some of the first on women and forced 
migration. A small number of these authors have centred refugee women's voices in their 
work. Much of the earlier literature (see for example Kelley 1989, Martin & Copeland 
1988, Martin 1991, Pittaway 1991) drew attention to the difficult and dire circumstances 
facing women in emergency, and to some extent, settlement locations. Pittaway (1991, 
2001), upon whom I rely significantly, was the first to bring significant policy attention to 
the needs of refugee women in Australia, including (with Bartolomei) those women at 
greatest risk in camp environments (Pittaway & Bartolomei 2005a, 2005b, 2005e). 
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A note about representations of the locations 
In casting the gendered refugee experience in this chapter against Roe's (1992) 
locations of home, transition, and settlement, it is important to keep in mind that such 
environments, like refugee w o m e n themselves, are not unitary. Refugee environments 
can be experienced and understood by refugee w o m e n in complex and contradictory 
ways. For example, in the context of refugee research, representations of the home 
country are commonly associated with persecution, violence, and discrimination because 
these events define the refugee experience. However, despite being ravaged by war, 
disaster, or discrimination, the home country m a y at some point have facilitated 
educational opportunities, possibility, and experiences for w o m e n and girls — as it did 
for the w o m e n in this study. 
The camp location or detention might be both a place of escape from persecution 
and a site within which further violence is experienced (Pittaway 1991, Mayer-Rieckh 
1993, Steel & Silove 2001). The degree of trauma experienced by w o m e n in camp 
locations has been underreported (Pittaway 2001). However transitional locations can 
also provide some w o m e n with opportunities beyond traditional roles they have played 
within their home communities (Callamard 1999). These changes may follow w o m e n to 
the country of resettlement, or if they return home, m a y act as an interrupter to previous 
patriarchal role relationships (Callamard 1999). Indeed camp locations may ironically 
facilitate first access by some w o m e n and girls to institutionalised education and 
leadership opportunities. In rare instances, some research projects may facilitate rights 
training and collaborative decision making (Pittaway & Bartolomei 2005d). The literature 
includes stories by w o m e n who feel impassioned after experiences in the camps, to return 
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to their countries of origin in order to facilitate change and help rebuild with their newly 
acquired skills, attitudes, and ideas (see Gozdziak 2004). Mayer-Rieckh notes some 
similar opportunities for transgression of gendered norms and political transformation 
amongst women in her study on detention. 
In a similar vein, the universal characterisation of settlement countries as 'sites of 
liberation' (DIAC 2007a) obfuscates the complex ways in which women experience 
settlement, including as a site of difficulty, confusion, and fear. As one interviewee 
shared with me, 
But I think, um, in spite of all those, you know, the misfortunes that we've had, I think 
the worst was for me when I came to Australia (Hodan). 
I make brief mention of such contradictions here in order to illustrate my 
consciousness of the representational bind which arises in presenting any information 
about a 'group' of people. While I highlight certain aspects of the refugee journey in this 
chapter, I do not mean this to imply an understanding of refugee women and their 
environments as homogenous. 
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Gender based violence in the refugee journey 
Persecution - the core of the Convention 
As explained in Chapter 4, persecution is at the core of Convention definition. 
The impact of torture and trauma on refugees is pervasive and has an enduring effect on 
their identities and their lives. According to Chester (1992), 
The intended result [of torture] is to destroy people's capacity for self defence, 
identity, and control over their own lives, so that they are released, broken, into the 
community as a warning to others (Chester 1992, p.213). 
Torture of the spirit/body/person as a systemic mechanism for procuring 
widespread control is well documented in the literature. According to Kaplan (1998, 
p.29), 'There are four key ways that persecutory regimes destroy individuals, families, 
and communities.' They (i) create a state of terror and chronic alarm, (ii) systematically 
disrupt basic and core attachment to families, friends, religious and cultural systems, (iii) 
destroy central values of human existence and (iv) create shame and guilt. The response 
of individuals to these strategies vary but are summarily listed by Kaplan (1998, p.32- 50) 
as 'Anxiety, helplessness and loss of control; Grief and loss; Depression; and the 
Shattering of assumptions about human existence'. 
As explained in Chapter 4, persecution can have discretely gendered dimensions. 
Women's bodies render them open to forms of abuse different from men, while their 
relationships with the men and children in their lives make them the target of quite 
specific strategies by some regimes. Sexual abuse (Pittaway 1991, p.27) and systematised 
rape (Chester 1992, p.210 — drawing on Allodi and Stiasny 1990) are forms of torture 
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frequently used against women. The statistics in relation to assault against and rape of 
refugee women are staggering. The United Nations Office for the Co-ordination of 
Humanitarian Affairs estimates between 20,000 and 50,000 women were raped during the 
war in Bosnia/Herzegovina in the early 1990s; between 250,000 and 500,000 women in 
the Rwandan (1994) genocide; and between 50,000 and 64,000 internally displaced 
women were raped by combatants in Sierra Leone (OCHA 2009). 
The level of torture and trauma experienced by asylum seeking women to 
Australia is pervasive (Pittaway 1991, p.26). One study suggests that the rate of exposure 
to or experience of trauma may be higher for onshore asylum seekers (Silove & Steel 
1998, p.29). In speaking of women's particular experiences, Chester (1992, p.209) 
explains 'The torturer uses every aspect of a person's being. In the case of women, their 
own femaleness is used as a weapon'. And as Bunster-Burotto (1986) notes of sexual-
slavery, 
One of the essential ideas behind sexual slavery of a woman in torture is to teach her 
that she must retreat into the home and fulfil the traditional and (secondary) role of 
wife and mother (Bunster-Burotto 1986, p.307). 
Indeed, Chester (1992) and Callamard (1999) argue that discrete punishments of 
women should not be interpreted as the mere happenstance of using women's biology in 
the cause of furthering a more generic political goal, but rather are a strategic tactic to re-
enforce structures of gendered power and oppression. 
As evidence of this phenomenon, Callamard (1999, p.204) points to a study of 
former political activists by Agger (1994), which makes salient 'the role of sexuality in 
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the oppression of refugee w o m e n in particular and the functioning of refugee structures in 
general'. Chester (1992) centres the plight of refugee women from Latin America where 
'the relationship between a patriarchal military dictatorship and the enforcement of 
secondary status for women through discrimination and violence has been well 
articulated' (Chester 1992, p.214). These environments highlight the effects of gender in 
persecutory regimes, and the importance of carving a space for the acknowledgement of 
gendered experiences. 
Violence during flight and transition 
Refugees face limited choices when fleeing. Many will seek safe haven in a near 
or neighbouring country that has more or less well established camps. From here, 
depending on circumstances, there may be repatriations after a period of time, refugees 
may be settled more permanently in the first or a nearby country of asylum, or they may 
be accepted for residency in a 'third country of settlement' (Linder 2010). Refugee 
women can be subject to violence at multiple points along the path of flight. 
Escaping their home countries . . .in no way means escaping brutality. Refugee 
w o m e n are subject to sexual violence and abduction at every step of their escape, and 
are particularly vulnerable when crossing borders to seek asylum (Friedman 1992, 
p.67). 
The story does not improve significantly once women reach refugee camps 
'which often provide little, protection, and in fact can be dangerous places (Friedman 
1992, p.68, Pittaway 2001). It would be fair to assert that subsistence living is the 
experience for those in camps due to the paucity of humanitarian and other supports 
(Martin 1991). Many of the camps are overcrowded and registration as a refugee is 
199 
mandatory in order to receive U N H C R assistance (Heninger & McKenna 2005, p.2). 
From a psychological perspective, camp residents exist in a mental 'vacuum' with their 
futures remaining uncertain. Of the refugee camps, Kaplan (1998) notes that, 
Adult mortality is .... high due to dehydration, infectious diseases, as well as cardiac 
and respiratory disease. The plight of women in refugee camps is terrible due to the 
frequency of rape and overt discrimination. For example, women who fled Somalia to 
Kenya, experienced not only sexual assaults in the refugee camps but would be 
attacked when they left camp to forage for firewood. Afghani women in refugee 
camps in Pakistan are not entitled to any food vouchers, only males are (Kaplan 1998, 
p.16). 
Gender based violence in camps is a pervasive problem (Pittaway 2001, Pittaway 
& Bartolomei 2005d). As one camp manager suggested to Pittaway & Bartolomei 
(2005e), Tf you can find a woman in this camp who has not been raped I will give you a 
prize'. Sexual assault and rape impose serious health and psychological effects on women 
and girls (Friedman 1992, Pittaway 2001). Mayer-Rieckh (1993) comments: 
I regard the structure of violence as one of the most crucial phenomena to be 
considered regarding refugee women living in camps. Violence against refugee 
women, despite all the attention that has been given to their particular protection needs 
over the last years, is still widespread and often takes on atrocious dimensions. And it 
yet is the least recognized form of suffering refugee women have to endure (Mayer-
Rieckh, p.20). 
While aware of the prevalence of violence (Friedman 1992, p.68), the response of 
authorities to addressing such assaults, including harassment of refugee women by men in 
their own ethnic communities, is inadequate (Friedman 1992, p.66, Pittaway 2001). 
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Indeed, Christensen (1993) has noted the impact of gender role change on men's self 
esteem, and consequently their relationships with women, in camps (Christensen, 1993, 
p. 15 in Callamard 1999, p. 201). Structures of oppression that might exist for women in 
their home countries or countries of asylum can reproduce themselves inside the camp 
environment, including through sexual violence and exploitation (Callamard 1999, pps. 
204-205, Mayer-Rieckh 1999 p. 17). As Callamard describes it, 
refugee assistance programmes have failed to recognize that the forces and 
mechanisms of subordination, domination, and exclusion of refugee women are 
located in both the reproductive sphere of the household (Callamard, 1993, 1994; 
Ager et al., 1995; Forbes Martin, 1992) and the political and power structures of the 
camp which, in all cases, reinforce and strengthen the patriarchal tendency of the 
community (Callamard 1996; Ager et al, 1995.) (Callamard 1999, pps. 204 - 205). 
Thus, before and during flight women can be subject to the same types of violence 
as men in addition to the 'invisible' gendered violence prevalent in pre flight 
communities, camps, detention centres, and post settlement communities. 
such abuses remain unreported and unnoticed or, even worse, are considered by some 
relief staff as regrettable yet 'essentially inevitable incidents in refugee life', according 
to a 1993 in-house evaluation of UNHCR's policy on refugee women (cited in 
Berthiaume 1995: 12) (Callamard 1999, p. 206). 
Further violence has been brought to bear on women through gendered 
administrative categories and procedures, which bring about greater levels of poverty, 
starvation, and insecurity for women in camps. For example, 'Families are often defined 
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in relation to male heads of households, who lead 'in tact' family units, invisibilising 
women in the material distribution of resources' (Mayer-Rieckh 1999, p. 16). 
The problem of violence extends to detention regimes, such as Australia's 
detention centres (Szewczyk 2005). Thompson et al (1998) and Steel and Silove (2001) 
have been vocal about the negative mental health impacts of detention on asylum seekers. 
Questions have been raised about the capacity of authorities to properly care for and 
protect detainees, especially women and children (Maltzahn 2009, Phillips & Lorimer 
2005). Szewczyk (2005) draws attention to the destructive nature of institutionalisation 
on women's already fractured senses of self when detention removes their capacity either 
to slowly craft new role relationships in an environment of safety or participate in 
traditional roles that might create a sense of comfort and stability during their 
incarceration. 
Violence after settlement 
We know from a study conducted by Refugee Women in Development and 
Harvard University that violence follows refugee women even after they are resettled in a 
new country (Kuoch, Wali & Scully 1992, p. xi). A 2001 Office for the Status of Women 
(OSW 2001) report noted that violence was a continuing issue for women in migrant and 
refugee communities, as it is for women in the mainstream Australian community. 
Further to this, Pittaway (1991) has speculated 'that domestic violence might be more 
prevalent among refugee families than in the wider community' (Pittaway 1991, p. xiv — 
see also Pittaway 2004). Australia's Human Rights and Equal Opportunity Commission 
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( H R E O C 1998) has commented on significant levels of violence in detention centres, 
especially domestic violence (Szewczyk 2005, p.20). 
As with the community at large, women and children are the disproportionate 
victims of family violence in refugee communities (Pittaway 2004, p.4). The effects for 
women are particular: 
Seen in the context of the violences [sic] already experienced, and the search for 
safety and security and a new start in life, this additional burden of domestic violence 
is a devastating blow that can cause serious erosion of the strength and resilience 
which has sustained refugees through the previous horror and formed the basis of their 
new life in countries such as Australia Q?ittaway 2004, p.5). 
The issues surrounding family violence in refugee communities are complex. 
Pittaway (2004, p5.) explains that it is unhelpful to universalise the issue under the 
gender and power banner associated with traditional feminist politics, without examining 
the context of violence and instability from which refugees emerge. Experiences of 
torture and trauma have a severe impact on individual and family mental health, family 
structure, and the capacity to cope with the everyday (Kaplan 1998). Detention also 
interrupts traditional structures of power and support within families. In the mainstream 
community, refugees can find the impact of a new, dominant set of cultural values around 
family roles too overwhelming (Success Works 2003, Szewczyk 2005). 
During resettlement, changed social roles, combined with difficult economic 
circumstances, and fears or grief about family back home, can bring particular pressures 
to bear. For many men, the experience of being unable to protect themselves and loved 
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ones from experiencing torture and trauma can be debilitating (Friedman 1992, p.72). As 
Friedman explains it, these experiences can have further traumatic consequences: 
Often male refugees suffer from "heightened male vulnerability" as a reaction to 
witnessing torture, violence or rape. This, combined with the additional stress of 
resettlement in a new culture, often leads male refugees to resort to domestic violence 
as a way of re-establishing control and gaining power (Friedman 1992, p. 65). 
For these reasons, responses to refugee family violence require careful thought. 
Jastram and Newland (2003) highlight the critical importance of the family unit to 
refugees when external threats such as war or political unrest remove the accessibility of 
social institutions. As Szewczyk states, 'For many asylum seekers and refugees, the 
family may be the last remaining source of protection and/or care' (Szewczyk 2005, 
p. 15). Given this devastating reality, it is not unexpected that, 
Refugee women are highly unlikely to report domestic violence, whether due to past 
experiences with police and the legal system and fears of breach of confidentiality, 
because of the violence their husbands may have experienced, or because their asylum 
claim is linked to their husbands [Burnett & Peel 2001] (Szewczyk 2005, p.21). 
At a more basic level, many refugees are unaware of Australia's laws in relation 
to domestic violence (OSW 2001, p. 13 and Success Works 2003.) In some of these 
communities, violence against women and children is seen as a legitimate form of 
discipline or punishment (Szewczyk 2005, p.21). 
Kaplan (1998) speaks to the dynamics of women who are marginalised by and in 
violent relationships: 
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Generally, women who have been victims of sexual assaults avoid men out of fear. 
However, other women, especially those who are homeless, may become involved in 
relationships with men out of a need to avoid isolation. These relationships can be 
characterised by violence and other forms of abuse (Kaplan 1998, p. 136). 
Women might stay in a violent situation for fear of being unable to support 
themselves and their children (OSW 2001, p. 13). Further, refugee women can have 
concerns or misunderstandings about the parameters of their visas (fear of being 
deported) and about their capacity for financial self sufficiency should they leave their 
relationships (Maltzahn 2009). Many refugee women are from countries where the 
mechanisms for responding to family violence differ to those of Australia (Maclntyre 
2008). Their typical modes of recourse, including the involvement of extended family 
and community, may be absent in the new country, exacerbated by family and gender 
role confusion. 
The gendered experience of settlement 
Settlement generally 
An interviewee from Pittaway's (1991) study draws a graphic comparison 
between the trauma of settlement and the passage of birth: 
Arriving in a new country as a refugee is like arriving as a new bom baby. We come 
without clothes, without baggage. We come without knowledge about the world in 
which we find ourselves, without the language to find out. We are totally dependent 
on the good will of those around us to ensure that we survive, and also for the quality 
of that survival (Soviet woman aged 54 quoted in Pittaway 1991, p.l). 
205 
The challenges in a third country of settlement can be different to anything 
experienced previously by refugees. The factors that play a role in successful settlement 
have been canvassed in the literature (UKY 2003). Individuals most challenged by 
settlement are those with no formal qualifications or their qualifications remain 
unrecognised, they lack family and community support, and also attract high 
unemployment rates during their first year. In contrast, Pittaway (1991) explains, 
The profile [for success] is of a younger person, married, who speaks English well 
before arrival, who has tertiary education and an established career - a middle class, 
urban person who has previously travelled and has some degree of international 
sophistication. Coming to join a well-established supportive ethnic community is an 
added advantage Q?ittaway 1991, p.9). 
Importantly, the first year 'is crucial for establishing a firm economic base for 
family life (Pittaway 1991, p.9). Further, as I have argued previously (in Chapter 4), the 
role of settlement services is pivotal in shaping refugees' understandings of their new 
country, and of how that new country feels about and understands them. 
Increased challenges face those whose culture and language diverge significantly 
from that of Anglo Australia. Muslim women, for example, face difficulties accessing 
employment because of the way they dress (OSW 2001, p. 3 8). Added to this, the 
changing demography of Australian migration (Markus, Jupp & McDonald 2009) has 
impacted the experience of settlement for newly arriving humanitarian groups. As the 
Office for the Status of Women (OSW) (2001, p. 3 8) notes 'Women who have fled 
African countries where there has been civil war face even greater barriers and 
discrimination ... because of their colour and gender'. In the context of a local debate 
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about the negative impacts of ethnic enclaves (as noted in Chapter 5), it would be fair to 
assert that the politics of 'more' visible difference has had a significant effect on the 
dominant Australian response to refugees, but more importantly, on their sense of 
belonging. 
The settlement experience can also re-institute a sense of trauma because of the 
disjunct between expectations of Australia that refugees bring, and the 'reality' once they 
arrive (Success Works 2003, Urbis Keys Young 2003): 
Many refugee women thought of Australia as a western paradise before arrival. For 
some who settle here, this has proved an illusion. Instead of the conditions which they 
need to build life a new, they find a different set of problems to which they have to 
adjust (Pittaway 1991, xiv). 
Challenges facing women 
There is only a small body of research in Australia which has examined refugee 
women's needs at settlement (Pittaway's 1991, Colic-Peisker & Tilbury 2007a). 
Pittaway's 1991 study appears the first and only study to systematically explore the issues 
facing newly settling refugee women in Australia. For this reason, I draw heavily upon 
Pittaway's work in this section. 
In locations of transition and settlement, it is refugee women who take primary 
responsibility for the care of children, the elderly, and the sick (Wallace 1989, p.3 in 
Mayer-Rieckh 1993, p.17). They also lead family maintenance efforts, providing food, 
water, fuel, and health care. Demir (2003, p.5) has noted a global increase in the numbers 
of refugee women arriving alone, and in female headed single parent families. Where 
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families are separated, w o m e n are forced to take on what may be unfamiliar roles and 
responsibilities, including that of the head of the household and breadwinner, responsible 
not only for the housekeeping and childcare, but also for obtaining and managing an 
income (Szewczyk 2005, p5). 
At settlement, women's needs are often subsumed by family imperatives to set up 
the home, enrol children in school, and begin navigating a new culture (Pittaway 1991, 
p.7). This phenomenon is manifested even in the early stages of application, where 
women humanitarian entrants are commonly granted asylum as secondary applicants to 
their husbands, potentially negating their own particular protection needs (McKay 2003). 
Pittaway (1991, p.8) explains that if income needs enhancing, women often take 'lowly 
paid, boring, monotonous work' (see also Chiswick, Lee & Miller 2003). Indeed, as 
OSW (2001) reports 'Non recognition of professional skills mean that many women 
migrants cannot get jobs or are forced to accept low-skilled, low-paying jobs which do 
not utilise their expertise or experience (OSW 2001, p.37)'. 
The frustration felt by refugee women over this issue is palpable. 
The biggest shock was to lose my professional status. There, I was a respected 
accountant. Here I am pensioner. I feel useless, worthless (Interviewee quoted in 
Pittaway 1991, p23). 
Pittaway's (1991) study did reveal that higher levels of professional attainment in 
the home country appeared to correlate with greater success in finding a job in Australia 
and that those from urban backgrounds and with higher levels of literacy and 
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qualification experienced less difficulties with settlement. However, nobody in her study 
found equivalent jobs to those they had at home. 
Twenty years later, unemployment, underemployment and occupational 
downgrading remain a significant problem for refugee and asylum seeking men and 
women (Colic-Peisker & Tilbury 2007c). A 2005 study conducted by Success Works for 
the Department of Victorian Communities also highlighted concerns about physical and 
mental health, language, education, and employment as issues of importance for migrant, 
including large numbers of refugee, women (Success Works 2005). 
Understanding the impact of women's persecutory experiences and settlement 
As noted in Chapter 4, current legislative and policy frameworks can invisibilise 
the gendered experience of persecution for women, limiting their rights. Shame, fear, and 
other factors can prevent the disclosure of violence experienced by women (Scutt 1983, 
p. 243, Kishor 2005), factors that are linked with the general underreporting of sexual 
assault in the broad community (ABS 2005). I have previously acknowledged some of 
the reasons why levels of non-disclosure of violence may be higher for refugee women 
(Pittaway 2001, 2004). The particular material effects for refugee women of a lack of 
disclosure are manifest in the following story about a couple whose claim for protection 
was almost rejected: 
In 1989 Mihai and Maria fled the brutal regime of Romanian strongman Nicolae 
Ceausescu, floating on inner tubes across the Danube River, before applying for 
refugee status at UNHCR's Belgrade office. "I can't find any grounds for 
recognition," a troubled male colleague told me "but I think you should talk to the 
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wife. I have the feeling she has something to say, but she won't say it to me. She 
won't even look at me." 
Over a cup of coffee, out of earshot of her husband, Maria told a chilling story of 
humiliation and sexual abuse at the hands of Romania's secret police, the Securitate, 
who were convinced her husband was involved in an underground opposition group, 
and were determined to get Maria to admit it. 
Soon after Maria's interview, the couple were resettled ... I have often thought about 
how close we came to denying their application and handing them over to the 
Yugoslav police, who would, in turn, have returned them to the Securitate (Kumin 
2001, pi). 
Gender based persecution (GBP) has profound effects on a woman's capacity to 
settle. Past experiences can manifest in feelings of self-disgust, suicidal thoughts, and 
eating disorders (Kaplan 1998, p.55). As Kaplan (1998, p.56) notes 'Self care can be very 
poor in cases of women who have been raped because they feel so degraded and 
undeserving'. Further experiences in the country of settlement can exacerbate this trauma. 
For example, 
Women who have undergone severe and prolonged interrogation as part of their 
torture find the interviewing methods of some material aid agencies so frightening that 
they would prefer not to receive help than to sit through the interview. There are 
reports of women who have been unable to attend English classes because of the 
'questioning' teaching methods used in Australia and the habits of some teachers of 
roaming the room while teaching (Pittaway 1991, p. 27). 
A summary of concerns from the OSW 2001 consultations indicated a, 
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need to recognise that torture and trauma victims require a substantial period of time 
to "face their many critical issues" before being able to participate socially and 
economically in society (OSW 2001, p.24). 
Services policies and service systems can sometimes re-perpetuate the 
experiences of invisibility and marginalisation experienced by refugee women in the 
broader policy environment. 
'Engendering' the service system - concerns about settlement services 
In Chapter 4 I noted that negative and exclusive representations of refugee women 
extended from their treatment under international law, to the provision of service and 
welfare policies in settlement (Gozdziak 2004). As Friedman (1992) noted almost twenty 
years ago, 
Although women make up the majority of the refugee population, most of the 
programs and services offered to refugees are developed, implemented, and 
administered by men. The result is a system that has little regard for the majority of its 
users (Friedman 1992, p.66). 
Indeed, before Pittaway's 1991 report, Australia's settlement policy had largely 
been gender 'unconscious'; this, despite the work of previous researchers such as Viviani 
(1984), Lewins & Ly (1985), and thirteen other studies published between 1979 and 1989 
(Pittaway 1991, p.6.). As a 2001 OSW report noted 'Men are often the gatekeepers of 
information and because of this women are denied access to information and resources' 
(OSW 2001, p. 12). 
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Pittaway's (1991) report is of special interest because it takes significant steps to 
'de-universalise' the experiences of refugee women participants by emphasising diverse 
responses to settlement. As an example, Pittaway (1991) notes, 
Women from Eastern Europe comment very strongly about the sexism of the 
Australian male and how this is enshrined in the social system. They are angry about 
the lack of equal access to employment, the lack of childcare, and the general attitude 
of males to females (Pittaway 1991, p.23). 
Conversely, women from strong patriarchal societies, such as Indo-China, Latin 
America and the Middle East, commented on how difficult it was to adjust to the 
degree of freedom allowed to women in Australia and the effect that this had on their 
male counterparts (Pittaway 1991, p.23). 
The 2005 Department of Victorian Communities project of which I spoke in 
Chapter 1 (Success Works 2005) noted immigrant and refugee women's continuing 
concerns about physical and mental health services, language services, isolation, 
employment, education, discriminatory attitudes and general services access. These 
women also spoke to the challenges of parenting, scarcity of childcare options, lack of 
appropriate housing, and the lack of women in representational and leadership roles 
(OSW 2001, Success Works 2005). 
The concerns raised about service co-ordination (Pittaway 1991) and integration 
(OSW 2001) have been actioned largely through amendments to the IHSS program 
(UKY 2003). However, without a comprehensive study examining the impact of these 
initiatives from a gendered perspective, including consideration for the impacts of new 
212 
and emerging refugee communities in Australia, it is difficult to know how far women's 
service needs are being catered for. 
Refugee women and the educational experience 
The refugee experience can impose significant limitations on one's access to 
education. As Rudd Lubbers (2001), UN High Commissioner for Refugees notes, 
It is impossible to calculate the immense costs that are incurred by depriving refugees 
of education. A refugee who goes without education cannot look forward to a more 
productive and prosperous future. A refugee who is unable to attend school or a 
vocational training course is more likely to become frustrated and involved in 
illegitimate or military activities. A refugee who remains illiterate and inarticulate will 
be at a serious disadvantage in defending his or her human rights (Lubbers 2001). 
Here, I shall speak briefly to some intersections between aspects of the refugee 
experience for women, and its implications for education. 
Education in the home and transitional environments 
While I have described home countries as locations of diverse educational 
opportunity and experience, I want to draw attention here to the fact that the persecutory 
environment commonly impacts upon educational opportunities and experiences for 
women and girls, just as it impacts upon other economic, social, and material aspects of 
life. There is a gendered dimension to these impacts upon education; note the 
implications for women in Afghanistan under the Taliban (Joya 2009), or in Iran after the 
revolution (Latifi 2005). Many of the recent humanitarian streams to Australia, such as 
Southern Sudan, are cultures in which both cultural traditions and circumstances of 
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persecution have inhibited women's participation in institutional education (Heninger & 
McKenna 2005). As the Women's Commission for Refugee Women and Children 
(WCRWC) notes, 
In Darfur, people lived in rural areas spread over great distances and were 
marginalized by the Sudanese government, which provided little or no health or 
education assistance. Girls often would not be educated because they were needed at 
home for chores and the society did not understand the value of education for girls 
(Heninger & McKenna 2005, p.7). 
School fees were reserved for boys, because girls were married young and were not 
seen as needing education to fulfil their life duties. In addition, due to cultural norms 
and fears of abuse by male teachers, parents did not allow their daughters to attend 
residential schools after the early grades. (Heninger & McKenna 2005, p8). 
Even in countries where women report mainstream participation in institutional 
education of some kind (such as Bosnia-Herzegovena — see Colic-Peisker 2003), war 
and circumstances of persecution frequently interrupt or prevent further participation in 
education. This point is illustrated by women who participated in this study. 
The situation for women in transitional living environments presents different 
educational challenges. There is an increasing body of literature on education for refugees 
fleeing persecutory regimes and living in transitional living arrangements (Crisp, Talbot, 
& Cipollone 2001, Bethke & Braunschweig 2004, Couldrey & Morris 2006). In February 
2004, the WCRWC (Bethke & Braunschweig 2004) published its Global Survey on 
Education in Emergencies to rectify the dearth of information in the field. In July 2006, 
Forced Migration Review published a supplement looking at 'Education and Conflict: 
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Research, Policy, and Practice' (Couldrey & Morris 2006). Crisp, Talbot & Cipollone 
(2001) have edited a significant international volume on refugees. Contributing authors 
explore Education in Emergencies (Sinclair 2001), the question of school quality and 
attainment (Williams 2001, Brown 2001), peace education and refugee youth (Sommers 
2001), and vocational training for refugees (Lyby 2001). Some of these chapters touch 
briefly on issues relating to women, while others take a more 'engendered' (Indra 1999) 
approach (Sinclair 2001, Sommers 2001). 
Despite the poor conditions in refugee camps, programs exist that address health, 
development, and education needs (Martin 1991). As a Universal Declaration of Human 
Rights (UN 1948) obligation, many camps appear to have primary level education 
programs in some shape or form (Heninger & McKenna 2005, p.l). However, such 
programs operate in exceptionally limiting circumstances, with an insufficient availability 
of material resources, including teachers. From Lubbers' perspective: 
With humanitarian needs growing in many parts of the world, the funding available 
for refugee assistance programmes has become progressively tighter. In many 
situations, this has meant that the resources available for education have declined 
(Lubbers 2001). 
Often students do not have basic shelter for schools, school supplies, or a basic 
curriculum framework (Heninger & McKenna 2005, p.2). The transitional character of 
camps is mirrored in the virtual absence of educational pathways, particularly for youth. 
'Young people who have completed grade eight [in the Chad camps] have no 
opportunities for education or skills training (Heninger & McKenna 2005, p.2). 
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W e are aware that refugees place a high value on education. As Lubbers (2001), 
articulated in the forward to Crisp, Talbot & Cipollone's (2001) collection, 
Contrary to popular opinion, visiting a refugee camp or settlement is frequently an 
inspiring experience. For while refugees undoubtedly suffer a great deal of hardship 
and trauma, they also show tremendous determination to make the best of a bad 
situation and to prepare for the day when they can resume a normal way of life. This 
determination is to be seen most clearly in the very high value which refugees place 
on all forms of education. Indeed, experience shows that once refugees have met their 
basic need for food, water and shelter, their primary concern is to ensure that their 
children can go to school (Lubbers 2001). 
Gender is a significant variable in shaping the life and educational experiences of 
girls and women in camps (Heninger & Emry 2005, Heninger & McKenna 2005, 
McKenna & Perlman 2006, Heninger et al 2006, Buscher 2006, Young, Buscher & 
Perlman 2007). As described earlier in this chapter, gendered violence has particular 
consequences for women and girls (Heninger & McKenna 2005, p2). The impact on 
girls' development is profound: 
Given that girls are already doing the work of women, and that there is limited access 
to education - which provides a time for young people to be more than children but 
without having to bear full adult responsibilities - it is not surprising that a direct shift 
occurs from girlhood to womanhood, with no period of time in between (Heninger & 
McKenna 2005, p.7). 
However, as noted earlier, camps can be sites of opportunity and resistance for 
girls and women. In its report on Chad, Heninger & McKenna (2005, p. 2) note 'Despite 
their trauma, teenage girls in the camps demonstrated astonishing resilience. They 
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performed their daily tasks and perhaps most importantly, many were going to school.' In 
fact for most of these girls, access to education beyond the first years of primary school 
was, 
an opportunity they would not have had in Darfur and which their mothers never had. 
.... The Women's Commission saw teenage girls with their hands raised, straining, 
eager to answer questions posed by teachers, thrilled to be in school, many for the first 
time (Heninger & McKenna 2005, p.iii). 
In the case of the Chad camps, girls' exposure to education was enabled through a 
number of variables. Educational leaders capitalised on the high concentration of children 
from previously rural environments into singular camp locations as an opportunity for 
drawing girls into schooling. Commensurately, families were willing to comply because 
they no longer required the services of their daughters to tend farms as they did at home. 
Girls were disproportionately represented in the lower grades because they were 'trying 
to make up for the years of education they missed in Darfur' (Heninger & McKenna 
2005, p. 15). 
In summary, transitional environments are places of significant risk for women, 
which confer limitations on their capacity to access a continuous, quality level of 
education. Lack of appropriate physical resources and other educational infrastructure, 
combined with gendered and other dangers in camps, coalesce to impede women's 
educational opportunities and attainment. However I have also noted certain 
contradictions in this environment, which bring about opportunity. The enthusiasm of 
refugee communities to access education, the possibilities for certain groups of women of 
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accessing education for the first time. Just as these contradictions exist in transition, so 
they manifest at settlement. 
Educational challenges in settlement 
With a desire to centre women's voices in this thesis, I begin this section through 
the story of Sieng Sokhany, as told during a 1992 research project (Sieng & Thompson 
1992). I believe this story is useful to illustrating the intersections between the gendered 
refugee journey and education. 
Unfortunately, I was bom into the wrong place and the wrong family, which 
prevented me from accomplishing my desires. My parents were conservative, 
especially my father. He did not allow my sisters and me to attend school too long or 
to become educated. He was worried that we might be involved with men. And 
Cambodian culture does not encourage women to become educated. 
Even though I was strictly raised, I never gave up my dream. After my parents forbade 
me to attend school in the late 1960s, I kept studying at home by reading books 
everyday. My favourite books were psychology and philosophy. I sometimes talked 
with my sister about my fantasy of leaving Cambodia for the West. But she never 
supported me and she criticized my idea, saying that I was thinking about trivial 
matters (Sieng & Thompson 1992, p. 130). 
Sokhany spent one year in a Thai refugee camp before migrating to the U.S. as a 
refugee. She speaks at length about the challenges of settlement, including the 
devastating effects of witnessing murder and torture in her home country and the ways in 
which that impacts on her capacity to concentrate and leam (Sieng & Thompson 1992). 
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M y life in the U.S. is not easy as I expected. I have to support m y family. M y plans to 
study seem always to dissolve because I have to care for my children. Even though I 
could not always afford to go to school, I tried to find another way to study and 
improve my English. Once a week I studied the Bible with an American woman, in 
spite of the fact that I did not believe in the Bible. And I also provided my people with 
free help, taking them to see doctors, case workers, etc., and this also helped me with 
my English. 
In 1985, after I got my divorce, I decided to go back to school to get my high school 
diploma. In 1988 I received my diploma from the Portland adult education program. 
Soon after this, I enrolled in the University of Southern Maine in Portland. At that 
time, my English did not meet college requirements. I had to study English as a 
second language for another year in order to attend regular classes at the University 
(Sieng & Thompson 1992, p. 130). 
As a single parent with two children, I find myself financially hardly surviving. I am 
unable to attend school regularly because I cannot afford to pay for my tuition. 
Sometimes I don't have enough money to buy food. These kinds of problems really 
distract me from my studies (Sieng & Thompson 1992, p. 130 - 1). 
Sokhany's story, and the impact of her forced migration journey upon her 
educational and life opportunities, is not unique. The array of impediments to refugee 
women's learning has been captured in some elements of the literature (Warriner 2003, 
Heninger et al 2006). I have noted women's primary responsibilities for housework, 
managing the childcare, and juggling other responsibilities (Pittaway 1991). As Pittaway 
states, 'Even where they do make it to classes, women 'report falling asleep from 
exhaustion' (Pittaway 1991, p.8). Further, where their partners have been unable to find 
work, women can bear the brunt of anger and resentment in the home. 
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Amongst the challenges for new arrivals is English acquisition, seen as pivotal to 
gaining work and rebuilding a new life (Pittaway 1991, p.xiii, OSW 2001, p. 10). As 
Pittaway notes, the capacity to pick up English is greatly influenced by age on arrival. 
None of the women aged between sixteen and twenty on arrival reported having 
experienced difficulty in learning English, while 97 per cent of those over forty years 
old found English language acquisition extremely difficult (Pittaway 1991, p.33). 
Women staying at home are at more of a disadvantage in terms of their language 
skills (OSW 2001, p.l2).Those who come from backgrounds where the Roman alphabet 
is not used, or where traditions are oral, find it extremely difficult to learn (Pittaway 
1991, p.33). While there is now greater consistency in the delivery of humanitarian 
services and case management of humanitarian entrants (UKY 2003), concerns still exist 
about the degree to which the needs of particular refugee groups — especially women 
without literacy in their own tongues — can be met by class composition and the current 
limit on the numbers of hours one can attend classes (Service Provider C 2007). 
As Pittaway explains, many of these frustrating educational and work barriers are 
invisible or hidden: 
[A] generally well educated [group of refugee women] expressed frustration at not 
being able to realise their potential. They saw Australia as a country of vast 
opportunity, but that they could not gain access to that opportunity (Pittaway 1991, 
p.22). 
Low self-esteem can also preclude women from taking up educational 
opportunities in the first place (OSW 2001, p. 12). Cultural adaptation is also a challenge. 
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As Sokhany explains 'Even if w o m e n have good English, they still have a hard time 
growing accustomed to and learning this new [western/ U.S.] culture (Sieng & Thompson 
1992, p.131). More broadly, are concerns about refugee women failing to transition from 
'settlement specific' education to the mainstream system (Service Provider C 2007). It 
remains unclear the degree to which refugee women can access and navigate the broader 
educational system, and opportunities hypothetically available to them. 
The social and emotional challenges for refugee women in accessing education 
are also overwhelming. The psychological scars of war impede their capacity to learn 
(Sieng 1992, p.131). Kaplan (1998, p.126) explains that new arrivals in the English 
classroom can feel stressed by the unfamiliar setting, strange faces, the lack of capacity to 
communicate effectively, a sense of feeling foolish, and by the new and unknown 
customs and habits: 
Every new person to this country who goes to classes faces this and there are special 
difficulties if you have come from a situation of trauma: 
If you don't sleep you can't concentrate 
If you are worried you can't concentrate 
If you are sad you can't concentrate 
This can happen even if the thing you most want to do is concentrate and leam. 
(Kaplan 1998, p.60). 
Some classroom interactions can provoke a sense of fear because of the prospect 
of failure (Kaplan 1998, p.76 & 126). Here, refugee women are impacted by their 
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histories in local community gendered and cultured discourses which have shaped their 
educational subjectivities. 
Conclusion 
An understanding of the gendered nature of the refugee experience is pivotal to a 
thesis that problematises representations of refugee women in policy. That legal and 
policy frameworks of the past have, and still continue to, exclude and marginalise these 
experiences leads to a series of compounding negative material effects for refugee 
women. Understanding the link between these representations and their material effects 
constitutes important contextual work for a study of this kind. One can only fully 
appreciate the significance of my critical appraisal of policy (see Chapters 4 and 5), and 
the views of refugee women derived from the interviews (see Chapters 9 and 10), in light 
of the gendered experience of the refugee journey. 
In this chapter I described the gendered nature of persecution and violence, and its 
implications for women in the home country, transition, and settlement environments. I 
then applied a 'gender lens' to the process of settlement, examining the challenges and 
issues which commonly arise for women. Finally, I explored the ramifications of 
women's experiences of the refugee journey for their relationships with, and experiences 
of, education. The relationship between refugee women and institutional education is 
complex. This is of particular significance because as my interviewee's revealed, and as 
we know from the literature (Lubbers 2001, Success Works 2005), education really 
matters to refugee women. 
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M y work so far, including the current chapter, encompasses an articulation of m y 
social justice views about the link between representations of refugee women and 
material effects for them, my positioning of those concerns in the field of education, and 
illustrations of the ways in which those representations currently inform negative and 
limiting outcomes for refugee women in particular policy locations. My task from here, is 
to detail how I intend to contest such negative representations. In Chapter 7,1 describe 
the methodology and methods through which I pursue this task. 
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CHAPTER SEVEN 
METHODOLOGY 
Introduction 
Foucault's (2002a) perspective on truth, which emphasises the operation of 
representations over any positivist notion of fact, has special implications for researchers. 
An interdependent relationship between power and knowledge means that one cannot be 
separated from the other; that is, how, why, where, and by w h o m knowledge is 
constructed cannot be separated from the nature of the represented knowledge itself. 
While there may be many tensions between feminism and Foucault, the view that 
knowledge is partial and perspectival and that power has a role to play in its construction, 
is shared by both (Foucault 1980, Reinharz & Davidman 1992). Because of the 
power/knowledge dynamic, researchers have a special obligation to make clear the links 
between the ways in which they 'create' knowledge and the represented knowledge itself. 
Indeed, as Lather (1991) reflected almost 20 years ago, 
paradigmatic uncertainty in the human sciences is leading to the re-conceptualizing of 
validity. Past efforts to leave subjective, tacit knowledge out of the "context of 
verification" are seen by postpositivists as "naive empiricism". Our best tactic at 
present is to construct research designs that demand a vigorous self-reflexivity (Lather 
1991, p.66). 
This thesis is a representation amongst others; a representation of 'knowledge' 
about a problem and its exploration, located in a particular epistemological and 
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methodological framework. So far I have drawn links between these elements; that is, 
between the nature of the problem as I have represented it (in Chapter 2), the theoretical 
perspectives used to frame it (in Chapter 3) and their implications for methodology 
(Chapter 3). Having problematised dominant representations of refugee women in 
education policy, and their material effects, I have argued that an appeal to marginal 
voices (Foucault 1980) is a useful methodology for interrupting those representations. 
In this chapter I describe my research approach, in which I use long, in-depth 
individual interviews with refugee women about education's purposes as a means of 
contesting dominant representations of them. I speak to my processes for recruitment, the 
implications for my study of those who participated (and those who declined), and the 
factors informing the content of my interviews. I describe techniques of interview 
analysis and explain how an emphasis on reflexivity precipitated my return to the 
literature after my early efforts at coding. This return to the literature informed my 
framework for analysis in Chapters 9 and 10. 
Finally, in this chapter, I give consideration to the subject of ethics and power in 
my research. Ethical considerations are paramount in social justice research which is 
concerned with unequal relations of power, and are of particular concern in the refugee 
context, given historical reports of researcher insensitivity and exploitation (Pittaway & 
Bartolomei 2005d). In summary, the work of this chapter is about making explicit my 
construction of knowledge which, as Reinharz (1985) has observed, is never 'interest 
free'. 
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Methodological considerations 
Feminism, post-structuralism and marginal voices 
Numbers of scholars have addressed questions of methodology in feminist 
research (Fonow & Cook 1991, 2005; Reinharz & Davidman 1992; Stanley & Wise 
1993). Feminists are interested in the implications of unequal relations of power for 
women; and the mechanisms by which such inequalities are perpetuated, including 
through aspects of research methodologies and ethics (Fonow & Cook 2005). Second 
wave feminists critiqued the traditional hierarchical relationship between researcher and 
researched (Stanley & Wise 1993) and the conceptualisations of 'objectivity' and 
'subjectivity' as useful binaries. They also questioned the notion that research could or 
should be unbiased and the view that emotions were antithetical to good research. Instead 
the overt positioning of the researcher within the research and a recognition of the 
unequal power relations in research were recognised (Stanley & Wise 1993). 
The postmodern turn has influenced a number of 'newer trends and debates' in 
feminist research (see work by Fonow and Cook 2005; Harding and Norberg 2005). As 
discussed in Chapter 3, these take account of an embodied subject, the crisis in 
representation, an interruption to the notion of a universal feminist subject 'woman', and 
consequently new ideas about what constitutes a feminist politics (Stanley & Wise 2005, 
McLeod 2008). Further, while early considerations of feminist methodology tended to 
critique dominant positivist means of enquiry, and privilege alternative (and historically 
devalued) approaches to research, such as qualitative methodologies, the landscape has 
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since shifted (Fonow and Cook 2005, p.2213). Post-structuralism, in particular, has 
influenced a view that there are many 'feminist' ways of knowing. 
Despite there being no singular 'feminist' or 'post-structural' or 'feminist post-
structural' methodology (McLeod 2008, p.2), post-structuralism has influenced a greater 
focus by feminist researchers on language, historicity, complexity, and desire (Fonow & 
Cook 2005). Lather's (1992, p. 120) description of deconstruction as '"not a method", but 
a disclosure of how a text functions as desire', is illustrative of this shift. Uncovering 
desire (Spivak 1989, Lather 1992), confronting the dangerous (Spivak 1989), interrupting 
taken for granted categories, and challenging dominant understandings (Foucault 2002b) 
is at the heart of post-structural research. The importance of historicity and the 
interrogation of desires characterises Foucault's (2002b) methodologies. His perspectives 
on discourse and representation challenge us to expose and interrogate the desires behind 
discursive 'common senses'. 
The background work of this thesis so far has entailed a focus on the common 
senses or desires which inform the representation of refugee women by privilege 
(Foucault 2000d, Marston 2004). My acts of reflexivity throughout the thesis — that is, 
my descriptions of motivation for this research (Chapter 1), epistemological perspective 
(Chapter 3), representation of what I consider important aspects of the gendered refugee 
experience (Chapter 6 especially) and the methodological work in this chapter — expose 
my own 'desires', and situate the 'common sense' of my own research approach. I have 
identified an appeal to marginal knowledges as useful for interrupting dominant 
representations of refugee women. 
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Meaningful engagement with marginal knowledges 
I have argued that refugee women's voices are commonly among those most 
marginalised by dominant discourses and so centring their perspectives is critical to this 
project. The importance of marginal voices has been especially emphasised by feminist 
researchers critiquing dominant feminist representations which invisibilise or marginalise 
the voices of certain women and girls of different ethnicities, races, and nations within 
feminist research (hooks 1984; Mohanty, Russo, Torres 1991; Tsolidis 2001, with 
Dobson 2006). I wish to argue here that not just any engagement with marginal voices is 
capable of disrupting dominant discourses; such engagements must occur at a meaningful 
level. 
I argued in Chapter 4 that certain kinds of appeal to 'marginal voices' can be 
complicit in re-instituting unequal relations of power. By way of example, tokenism, the 
inclusion of marginal voices in policy and community debates in a manner that is 
unlikely to effect change, is a practice of domination. Indeed consultation with marginal 
voices on the periphery of policy in a manner which suggests tacit endorsement of its 
foundations can re-institute the dominant discourse and dominant representations. Further 
Altheide and Grimes (2005) have argued that the inclusion of critical or marginal 
commentary in political debates and media reportage is sometimes used to legitimate the 
main debate. Such practices of token inclusion position policy subjects as marginal to the 
'main game'. Facilitating 'feedback', without enabling a conceptual engagement at the 
foundations, cannot 'shift the sands' (Choules 2007). 
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Research driven by policy imperatives — that is, research which consults with 
marginal subjects, but isolates ideological and discursive foundations from consideration 
and discussion — can be problematic. While it can reap important data to inform 
governmental programs and services, as in the case of Ager & Strang's (2008) research 
on approaches to integrationism in Britain, it is nonetheless research framed by the 
dominant discursive imperatives of that policy. Such consultations seek answers to a set 
of pre-determined questions that are already ideologically driven (Edelman 1988). 
Policy driven research can limit our capacity to explore new and different 
information and meanings; meanings outside hegemonic governmental discourses 
(Bakewell 2008). Bakewell (2008) counsels that one means for stepping outside the 
confines of certain policy discourses is to take a research approach that rejects the, 
worldview of the policy makers in constructing the research, constraining the 
questions asked, the objects of study and the methodologies and analysis adopted 
(Bakewell 2008, p.432). 
A 'policy irrelevant' approach, as Bakewell (2008) terms it, is not so much 
irrelevant for policy, rather than unconstrained by it. Asking questions based on the 
policy imports the presumptions underpinning that policy. Those presumptions inform 
current representations of refugee women. For this reason, I wished to dispense with 
policy imperatives in my own interviews. From the perspective of my own research, I 
looked to frame my conversations with refugee women at the level 'beyond' the 
categories of the policy areas in which I examined representations. I did this through an 
open ended engagement with refugee women about education's purposes generally. 
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Feminism and method 
My choice of deep, open ended, face to face interviews with a small number of 
refugee women is consistent with many of the qualitative approaches to research which 
have been adopted, and often pioneered, by feminist researchers (Reinharz & Davidman 
1992). Although 21st century feminist research has come to embrace diverse methods 
(Cuthbert 2000, Fonow & Cook 2005), special regard is held for smaller scale qualitative 
methods because of their capacity to facilitate a level of depth and historicity in 
foregrounding and contextualising women's experiences. 
There is significant feminist literature explaining the benefits of interviewing for 
feminist researchers (see for example Oakley 1981, Graham 1984, Reinharz & Davidman 
1992, Maynard 1994). As Graham (1984) reflected in 1984, 
The use of semi-structured interviews has become the principal means by which 
feminists have sought to achieve the active involvement of their respondents in the 
construction of data about their lives (Graham 1984, p. 114). 
Reinharz & Davidman (1992) describe interviews as sympathetic to a feminist 
research ethic because participants' own words are centred and the researcher can 
observe non lingual feedback, while conversation can encourage connectedness and 
mitigate control. 
Consistent with a feminist post-structuralist perspective, such methods can also 
destabilise a notion of the universal subject because they enable local and contextual 
representations of women's experiences and facilitate the negotiation of meanings. This 
is particularly so in semi-structured interviews, because participants can contribute their 
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own perspectives, while also exercising some capacity to guide the direction of the 
research (Reinharz & Davidman 1992, pp. 19-21). Interview and narrative based research 
is gaining popularity in the field of Refugee Studies, a literature field upon which I have 
drawn significantly for this project and which will be discussed subsequently (Eastmond 
2007, Ghorashi 2007, Powles 2004). 
Refugee Research and method 
Refugee Studies is a relatively young field which, like Women's Studies in its 
early stages, has focused on bringing visibility to its subjects of study. Recent refugee 
research has expanded beyond questions of visibility, to issues of method, ethics, 
subjectivity, identity, and cross disciplinary possibilities (Jacobsen & Landau 2003, 
MacKenzie, McDowell & Pittaway 2007). Like the early debates in feminism, Refugee 
Studies has been focused recently on the relative merits of quantitative versus qualitative 
research approaches (Jacobson & Landau 2004; Rodgers 2004; MacKenzie, McDowell & 
Pittaway 2007), with an increased body of refugee research drawing on qualitative 
methods (see for example Powles 2006, Eastmond 2007, Ghorashi 2007). Of further 
interest are publications which centre issues of subjectivity and power (Dona 2007), 
especially in relation to ethics (Leaning 2001, Hynes 2003, Jacobson & Landau 2003, 
MacKenzie, McDowell & Pittaway 2007). While not new, these debates are nuanced by 
the particularities of refugee subjectivities and circumstances. Because my study is 
qualitative, I shall speak briefly to the 'methods' debate unfolding in Refugee Studies. 
Jacobsen and Landau (2003) emphasise the importance of the 'dual imperative' in 
refugee research. The first of these imperatives, premised on the 'Turton principle' (1996, 
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p.96), is that 'research into other's suffering can only be justified if alleviating that 
suffering is an explicit objective' (Jacobson and Landau 2003, p.l; Dona 2007, p.210; 
MacKenzie, McDowell, & Pittaway 2007, p. 12). From this perspective, refugee research 
takes a, 
partisan, rather than neutral [view], to the plight of the subjects of its investigation: 
studying the experiences, causes and consequences of displacement is done with the 
implicit or explicit intent to influence the development of better policies and 
programmes on the part of .. . [various] refugee organizations (Dona 2007, p. 210). 
The second of the 'dual' imperatives is academic quality, which the authors argue 
is imperative to the intellectual and economic survival of Refugee Studies in the academy 
(Jacobsen and Landau 2003, p.l). 
In relation to research design and methodological rigour, Jacobsen and Landau 
(2003, p.2) have raised concerns about lack of rigour, and in particular, the inappropriate 
extrapolation of results from small scale studies to larger populations where the methods 
are unclear or obscured. The authors argue for a clear articulation of methods in research 
so that independent judgements about conclusions are rendered possible (Jacobsen and 
Landau 2003, p.2). Further to this, they make an ethical appeal for stringent research 
standards in order to countenance the ignorance of poorly evidenced xenophobic opining 
(Jacobsen and Landau 2003): 
Many myths about refugees propagated by host governments and xenophobes have a 
weak empirical basis; in counteracting these myths we want to ensure that our work is 
not similarly undercut by shoddy arguments and contradictory evidence' (Jacobsen & 
Landau 2003, p.3). 
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In response to what he perceives as Jacobsen and Landau's emphasis on positivist 
methodologies, Rodgers (2004) argues for the ethical importance of small scale 
qualitative approaches 'generated largely through intensive, informal and interpersonal 
interactions between researchers and the forced migrants' (Rodgers 2004, p.48 in 
MacKenzie, McDowell & Pittaway (2007, p. 17)). MacKenzie, McDowell and Pittaway 
(2007, p. 17) counsel both attention to rigour in research design and implementation and 
the recognition of a critical role for qualitative methods in refugee research. I concur with 
MacKenzie, McDowell and Pittaway (2007), and have spent significant space in this 
chapter explaining the detail and function of my qualitative methods. 
The interviews 
Participant numbers and parameters 
I aimed to involve a small number of women in order to solicit a depth of 
information from my engagements. I set a target of 13 women, considering this would 
facilitate my goal of depth, however recruitment posed a greater challenge than I had 
anticipated. Ultimately, I interviewed nine participants. Many considerations informed 
the criteria by which I wanted to include and exclude participants. First, I aimed to 
include refugee women with some memory of the education system in their home 
countries, as well as the capacity to recount perspectives after settlement. For this reason, 
I asked that participants be no younger than ten years of age when they left the home 
country. Because of long term memory concerns, I asked that participants be settled in 
Australia no more than 25 years to increase the likelihood that they would be able to 
recount experiences prior to settlement. 
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Another criterion of importance was to include w o m e n who had been long enough 
in Australia to offer stories and experiences about navigating settlement. I wanted the 
wisdom of experience and reflection. Conversely, for the purposes of this particular 
project, I did not want to engage with women who were still navigating the fear, 
uncertainty, and challenges of immanent settlement. I was also concerned, on an ethical 
level, that the nature of my questions might create anxiety and distress for recent or 
medium term arrivals. For these reasons, I asked for participants who had been settled at 
least seven years. 
Next, because of the depth of conversation I wished to have, my preference was to 
engage with women who felt comfortable with, and had a reasonable command, of 
English. I also expressed a preference in the recruitment criteria for women with some 
level of involvement in community work — whether it be their own ethnic community, a 
local community, an education facility, or a social group. I was looking for women with 
some level of cultural capital in Australia, and who could provide reflections from a 
space of activity, interaction, and agency. I considered that such women would bring an 
extra dimension to a conversation about education and agency. 
Finally, I wanted to seek out diverse ethnic and cultural perspectives in order to 
create a more kaleidoscopic picture of experience. I worked actively with the agencies 
that offered to support me, to facilitate participation by an ethnically heterogeneous group 
of women. It is my view that the participation of women from nine different countries 
added to the strength and quality of the project, in particular because they brought such 
diverse experiences of education from their home countries. 
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Demographic information about the w o m e n interviewed for this project can be 
found in Table 1 (next page). Identities of the participants and the organisations that 
supported this project have been obscured in various ways throughout the thesis, 
including through the use of pseudonyms. The information in this table is based on the 
way participants described themselves to me and includes age at interview, the age of 
arrival in Australia, country of birth, ethnicity, level of education before arriving in 
Australia, and education in Australia for each participant. Some participants did not 
identify a specific ethnicity, and because ethnicity can be a very sensitive topic, 
especially in refugee circumstances, it was not always appropriate to raise this with the 
women. A more comprehensive introduction to the women is provided in Chapter 8. 
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The selection process 
My methods of recruitment included: 
• Promotion through organisations supporting refugee women; 
• Speaking directly with women I already knew; 
• Approaching possible interviewees at public events; and 
• Using word of mouth through some of my networks. 
I contacted Cecylja after she spoke at a lecture. Nasrin and Semira I telephoned 
directly because I knew them through my years of consultancy; they both work in 
community organisations. I directly approached Fadzai, whose identity as a refugee was 
made public at a seminar. I offered her some written information about the project, and 
indicated that if she had any interest, an email or call would be welcomed. Jasmina and 
Afschineh made contact with me through Community Organisation A24, while I 
connected with Parze (who was involved with Community Organisation A) at an 
Organisation A event. Hodan was referred to me by Community Organisation B. 
Karolina approached me personally after I had delivered some general feedback about my 
project at a seminar, and I invited her participation. 
24
 T w o community organisations, for which I have used pseudonyms (Community Organisation A 
and Community Organisation B) offered to promote my study in order to encourage participation by their 
member/client groups. 
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Because of some difficulties I experienced with recruitment, I should like to 
reflect briefly on the success of each of my methods. Direct requests to women I knew, 
which entailed providing women of potential interest with information and indicating 
they could contact me if they wished, led to two interviews. Direct approaches to women 
whom I did nott know were also successful. The women I approached in these contexts 
were enthusiastic about my study. To my knowledge, word of mouth furnished no 
participants. Four participants were recruited through the efforts of workers in 
Community Organisation A and Organisation B. The poor performance of word of mouth 
and, in my estimation, low numbers arising through organisational promotion caused me 
to explore the limitations with these methods. 
Identifying locations through which to facilitate acts of self-selection required 
many and long conversations with m y contacts working in organisations that support 
migrant women, attendance at functions and events, and presentations to groups. 
Although I contacted several relevant organisations, participants eventually came from 
only two. My professional contacts at Organisations A and B gave generously of their 
time, but worked within a host of constraints that made swift recruitment difficult. 
Balancing the demands of their own workloads, they had to contend with the multiple 
steps that 'promotion' entailed (for example providing written support for the project to 
satisfy university ethics requirements and working out the best means of distributing 
flyers). In addition, we all worked within typical 'calendar' constraints (for example, 
Muslim women were unlikely to respond to any requests during Ramadan.) My contact at 
Organisation B invited me to speak with one of the women's groups which met regularly 
there. 
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Self selection amongst refugee w o m e n is a difficult process. Issues of trust, 
trauma, time, and self-censorship come into play, and the responses to circulated 
invitations and promotions (for this study and some others in which I have participated) 
were very low. Some w o m e n intimated initial interest to me, or to one of the 
organisational contacts, but then did not follow through. For example, one potential 
participant became uncomfortable at the revelation a digital voice recorder might be used 
during interview. The organisational contact and I acted immediately to put the w o m a n at 
ease. W e reassured her that there was no pressure or obligation whatsoever to participate 
in the research. W e explained that recording was a very 'ordinary' event in Australian 
research practices, and that a recording device was not mandatory. She elected not to 
participate in an interview. Such instances are a salient reminder of the different life 
experiences and truths the interviewer and interviewees m a y bring to the research 
process. Surveillance was a real concern for this woman. 
My contacts at Organisation A and B were sensitive to their ethical obligations, 
and understood the nature of their 'persuasive' power with clients and members. They 
made strategic choices about which individuals or groups of refugee w o m e n to inform 
about the research, and their conversations with m e gave m e an eye to the context of their 
member communities and their issues. In return, I know that these organisational contacts 
put their trust in m e to behave ethically, respectfully, and appropriately, because their 
reputations and relationships of trust with w o m e n might potentially suffer at m y hands. I 
should comment that there is also notable literature speaking to the gate-keeping role 
community or organisational leaders can play (Hynes 2003; MacKenzie, McDowell & 
Pittaway 2007), in either consciously or unconsciously regulating participation in order to 
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influence the flow of information to the researcher. In the end, I had a level of trust with 
my organisational contacts that was informed by my own observations of, and 
engagements with, them. 
What I learned through this process is that recruitment practices with refugee 
women require a very delicate ethical balance. 'Cold' advertisements do not appear to 
solicit much response. Direct approach by trusted contacts, or even a researcher who 
appears trustworthy and interested, would seem to be reap better results. On the other 
hand, as researcher, one has to be very careful that relationships of power don't function 
to coerce women into participation. I was continuously mindful to speak positively of my 
project, but not to exert duress on potential interviewees. I learnt much from observing 
my organisational contacts about when to explain and when to listen, when to promote 
and when to remain quiet. 
Implications of the selection process for this research 
The selection criteria I nominated, and the processes I used, led to a particular 
participant group. While their ages, ethnicities, countries of origin, and family situations 
were different, there were commonalities amongst this group. All of the women 
volunteering for the study left their country of origin having undertaken primary 
schooling (relative, of course, to their various ages at departure). At the point of 
interview, all had a tertiary qualification of some kind and were conversant in English. 
They were all past the shock of early settlement. 
These factors no doubt influenced a particular kind of feedback. The women 
brought a sense of confidence and efficacy to their interviews. They were interested to 
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feed back their perspectives on various issues in order to help build m y understanding of 
their experiences and the lives of other refugee women. To the degree that they cared 
enough to share their views and provided a critical perspective on education, then I would 
speculate that these women valued education in the settlement environment. Perhaps they 
were willing to participate in my interview because they maintained a sense of hope or 
investment in the possibilities of education in Australia, even with its limitations. This 
might not be the view of all refugee women. 
I am keenly aware that these women do not fit the educational profile of most 
refugee women who find asylum in a third country of settlement (Kelley 1989). Much of 
my background literature and research work has been with service providers and 
organisations that support women across the educational spectrum, including women 
from newer migration communities (such as southern Sudan) in which it has not been the 
norm that girls back home attend school. I should thus like to comment on the absences in 
this study; women whom I know declined to participate, and women who either did not 
respond to my advertisements or whom I did not reach. 
Some women directly declined to participate in this study. One woman, with 
whom I had worked professionally, suggested that she wasn't ready now to speak about 
her experiences, but would like to write about them herself in the future. Another 
potential interviewee was approached by her daughter (already an interview candidate), 
however the mother declined to participate, expressing a desire to leave the past behind. I 
spoke directly to a women's group, however nobody from that group contacted me. 
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It is almost impossible to anticipate in a study of this nature what the absence of 
certain refugee women might mean. However it is important to make a few observations. 
The women who did participate in this study reflect a certain level of successful 
navigation of settlement. They felt positively about education, and positively about the 
idea of contributing to research. The fact of declining to participate or refraining from 
contact may suggest different experiences of the refugee journey; perhaps journeys that 
have not ended in ways that women are able to draw positively from. These absent voices 
might have been influenced by negative experiences of services, including education. 
They may fear surveillance. They may see little benefit for themselves or anyone else of 
participation. I am mindful that these perspectives would bring a different reading to my 
work of the relationship between representation, education, and subjectivity. 
Reasons for participating 
I asked each participant why she had chosen to participate in the project. A 
consistent theme was that these women saw the interviews as a means of 'giving back'. 
The interviews were understood as a mechanism through which these women's 
perspectives, voices, and opinions might somehow (even in a small way) bring about a 
positive outcome for others in the future. In addition to this shared motivation, Karolina 
considered that her perspective could 'balance out' what she predicted would otherwise 
be a wholly negative characterisation of the refugee experience. 
However the prevailing response to this question focused on participation as a 
personal contribution to influencing change. Cecylja, for example, expressed a desire to 
help other researchers (she had undertaken a Masters Degree herself); 'It's about helping 
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a person that is doing important work, in terms of research . . . .' (Cecylja). Without 
prompt, Hodan began her interview with the comment 'I've actually agreed to do this 
with you .... because I value education a lot.' She spoke about her own struggle for an 
education, and wanting things to be different for other young girls and women. Hodan, 
Semira, Nasrin and Afschineh all emphasised the importance of education, especially for 
women and girls. Parze, Jasmina, and Karolina saw the interviews as a means through 
which some of their experiences might help others in the future. Fadzai considered that 
projects like mine might raise awareness amongst decision and policy makers. Below, I 
have reproduced some comments illustrating these views. 
I believe education is the only way to empower women. I am always happy to hear 
about projects that focus on women and their issues. In addition, I feel that it's 
important to contribute to such projects. Sharing knowledge and experiences with 
people is one of my passions (Nasrin). 
I feel like every time you get an opportunity to express yourself about key issues, key 
things in life, you get an opportunity to put yourself out there, to educate other people 
— educate other people who if it's - to result in some sort of change in the way things 
are looked at or in a system or in policy or whatever — it's good to take that 
opportunity because you can't - we all want the world to be a better place (Fadzai). 
These comments were generous and humbling, given the contexts of these 
women's lives. Using one's experience to benefit others and believing that education is a 
key to the improvement of girls' and women's circumstances is consistent with the value 
framework of interviewees who were keen to talk about the purposes of education. That 
this thesis can live up to such levels of expectation is unlikely. For example, the author 
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cannot guarantee any direct impact of her work on individuals or policy, even within the 
professional environments where she might have some influence. However, I do believe 
that my work can add something significant and new to the body of knowledge about 
educational representations of women in Australia. 
Interview process and feedback 
Nine women were interviewed between Friday 7 September 2007 and Wednesday 
19 December 2007. The 15.5 hours of recorded interviews was transcribed in 285 pages 
of written data. Each interview lasted between 75 minutes and 137 minutes. Three 
women were interviewed in their homes, three in their places of work, and three in the 
offices of the organisation that had passed on my information. The open ended structure 
of the interviews meant that some answers were provided in great length and depth, while 
others were short and generic. Each conversation had its own flavour and was fuelled by 
the issues 'in the room' that were of importance to each of us. At least three women 
expressly communicated to me that the interview had precipitated a new, reflective, or 
different way of thinking for them that had not occurred before. In clarifying for me, 
many were clarifying for themselves. 
I chose to transcribe the interviews myself as a means of immersing myself in the 
data. Given my feminist commitment to centre the women's voices, I made significant 
efforts at accuracy, including poring over difficult parts of the recordings. I undertook the 
transcriptions soon after interview to ensure I could remember and capture non textual 
elements (such as silence as a space for thinking, sighs, other bodily or verbal signs). 
Silence, sighs, and other body language gave emphasis to particular stories or points 
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being made. These influenced the degree to which I understood particular issues as 
important to individual women during interview. I retained an open mind about possible 
meanings in the text - what emphasis did women make, and what did their words, in 
addition to their expression, convey? 
Organising the interview data 
Miles and Huberman (1994) counsel a stage of data organisation after collection 
that precedes analysis. Whatever the term (coding, arranging, or organising), qualitative 
data must be manipulated in some manner that renders it amenable to consideration in 
relation to the thesis aims. The business of imposing headings or categories on data is a 
complex one for the researcher who understands language and meaning as contingent. In 
particular, the selection of headings necessarily shapes the ideas beneath them, 
facilitating the inclusion of some 'meanings' to the exclusion of others, and negating the 
intertextual nature of meaning (Kristeva 1980). I borrow the language of open, axial, and 
selective coding to describe my approach, as a means of illustrating the staged and 
methodical approach I took to data organisation (Strauss 1987, Neuman 2006). What I 
'see' is necessarily informed by the theoretical perspectives, including feminism, and 
critical approaches to reading discourse, I have brought to this thesis. 
Beginning with a technique of open coding, I conducted multiple readings of the 
interviews to elicit each purpose of education important to the interviewees. Some themes 
repeated in a single interview, and across interviews. I began grouping similar comments 
under thematic headings. These headings were 'sous rature' — 'inadequate yet 
necessary' (Derrida, quoted in Sarup 1993, p.33); meaning that analytical headings, 
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constrained by language, will always constitute a limited mechanism for representing 
meaning. Such headings can never fully capture the complexity and implications of the 
issues beneath them. 
In subsequent readings of the interviews, I noted down each new purpose, while 
also listing the familiar ones under my set of evolving heading titles. It was my desire to 
capture both group and individual perspectives. I made a genuine attempt at letting 
themes speak to me both under the headings of questions outlined in the interviews, and 
under headings which seemed to 'speak out' from the data within, of course, the 
constraints of discourse. Some of the women also described relationships between the 
different heading categories. 
In addition to naming purposes of education that were important to them, 
interviewees spoke to a range of other themes. These included: 
• Problems with education systems; 
• Blocks to learning; 
• How the women and others are constructed by the education system; 
• Stories and examples of educational agency; 
• Reasons for participating in this study; 
• How the women conceive of themselves as learners; and 
• Impact of the refugee experience on attitudes to education. 
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Analysing the interview data 
Having developed a set of themes reflecting the purposes of education that were 
important to all women, to groups of women, and to individual women; and a sense of 
how certain purposes connected with one another; I proceeded to consider what 
implications this information had for representations of them. In particular, given my 
concerns about limited and limiting representations of refugee women in policy, 
especially from a charitable perspective (Choules 2007), and as victims (Indra 1999, 
Johnson 2006), I was interested in the ways in which agency operated in the 
representations emerging from these interviews. During Chapter 3,1 indicated that certain 
themes arising from the interviews resonated with particular theoretical perspectives on 
educational subjectivity and agency (Foucault 1990c, Olssen 2005, hooks 1989). I used 
these themes to shape discussion in Chapters 9 and 10. 
As previously explained, interview questions were not structured around policy 
imperatives; however I was aware that my reading of the interview feedback might have 
implications for policy. The interviews in fact furnished much useful information for 
considering the ways in which these current dominant representations operate. I consider 
the implications of these in Chapter 11. 
Ethical considerations in research with refugees 
MacKenzie, McDowell & Pittaway (2007, p.2) question the capacity of the 
prevailing university ethics bodies to appropriately apply traditional evaluative principles 
— beneficence, integrity, respect for persons, autonomy and justice — in the refugee 
context. Central to the ethical considerations of these authors are notions of consent, 
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voluntarism, autonomy, representation, reciprocity, trust, and safety. These resonate with 
the concerns of certain feminist methodologists who problematise the implications of 
unequal relations of power for researchers (Reinharz & Davidman 1992, Stanley & Wise 
1993, Fonow & Cook 2005). I speak to a number of these issues below. 
The subject and power 
In light of the 'Turton' (1996) principle, which argues that research should 
improve refugee lives, Dona (2007) suggests that, 
it is reasonable to ask what role and involvement forced migrants themselves have in 
the process of creation, codification, and reproduction of knowledge of which they are 
ultimately meant to be beneficiaries (Dona. 2007, p.211). 
Dona's (2007) perspective highlights two key ethical questions in refugee 
research. One is about who the beneficiaries of research are, and the other is about how 
'knowledge' is created. With respect to the first of these, refugee researchers must ask 
what the purposes of a research project are, who stipulates the parameters, and how the 
results will be used. A longstanding history of post-colonial and feminist literature 
questions the 'paternal' rationales for many studies and the 'positivist' methodologies 
which legitimate them. We must consider carefully what 'subject position' participants 
occupy in our research discourses. As Hynes (2003, p. 14) characterises it 'We need to 
choose whether we research for, on, or with refugees'. 
Reminiscent of debates around methods in feminist research, Dona (2007) 
articulates an important difference between positioning of refugees as the 'subjects' of 
research, and refugees as 
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participants and co-researchers . . . [who are] .... involved, informed, consulted and 
heard, within the new social sciences methodologies that see research as a co-
production of knowledge (Dona 2007, p.212). 
In a refugee context, Dona explains that policy divined through participatory 
methods of research is more likely to meet the needs of intended beneficiaries and 
'interventions that are based on local knowledge and experience are more likely to be 
relevant and sustainable' (Dona 2007, p.215). Dona (2007) draws on Foucault's (1995) 
'microphysics of power' in order to examine the myriad ways in which power flows 
through research relationships. For Dona, participation means 'the inclusion of refugees' 
voices, experiences and perspectives in the creation and representation of knowledge' 
(Dona 2007, p.218). 
This thesis embraces Dona's concept of the 'participant' and is modelled on her 
concern that refugee research include the 'voices, experiences and perspectives' of 
refugees. Further while participants in this study did not co-design the research 
framework, I deliberately used open ended questions about a foundational topic so that 
the women could 'construct' a set of perspectives on education's purposes. In this sense, I 
acted as the facilitator for a discourse that was created with the women. While I am 
responsible for constructing a set of representations, I have done so drawing heavily on 
these women's feedback, and in response to themes privileged by them. 
Consent, autonomy, and voluntarism 
MacKenzie, McDowell & Pittaway (2007) aptly summarise the debate about 
agency and subjectivity that underpins our preoccupation with consent processes: 
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O n the one hand, researchers need to respect refugee participants' capacities for self-
determination and their agency and resilience and avoid paternalism. On the other 
hand, it is imperative that researchers recognize the ways in which the ongoing effects 
of displacement and trauma may be affecting refugee participants' capacities for 
autonomy and hence for genuinely informed consent (MacKenzie, McDowell & 
Pittaway 2007, p.l 1). 
Traditional notions of consent require that participants are adequately and 
appropriately informed about the nature of the research. Such information is seen as 
critical to voluntarism, another element of the consent process. MacKenzie, McDowell & 
Pittaway (2007, p. 4) counsel that 'issues of vulnerability, compromised autonomy, 
mistrust and the complexities of community representation make the issue of informed 
consent in refugee communities . . . complex'. The authors point to limitations with 
current ethics processes, which they suggest can be culturally inappropriate, expose 
participants to risk, arouse suspicion about researchers, and undermine possibilities for 
genuine negotiation (MacKenzie, McDowell & Pittaway 2007, p.8). 
As an alternative, they propose an 'iterative' consent model, designed to be 
responsive to the concerns and values of participants: 
Iterative models of consent start from the assumption that ethical agreements can best 
be secured through a process of negotiation, which aims to develop a shared 
understanding of what is involved at all stages of the research process' (MacKenzie, 
McDowell & Pittaway 2007, p.8). 
The authors argue that such an approach 'is not just a matter of devising 
alternative consent procedures', but rather requires a different 'relational understanding 
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of autonomy'. MacKenzie, McDowell & Pittaway (2007, p.4) describe autonomy as the 
capacity to direct one's own life, to make considered choices from a number of options, 
and to act in line with one's beliefs and values. However they contend that an interest in 
social justice is necessarily predicated on a relational understanding of autonomy, which 
recognises that, 
individuals can only flourish and determine the shape and direction of their lives, in 
supportive and just relationships and communities, in which their basic rights are 
protected and in which they have a reasonable range of educational and other 
opportunities (MacKenzie, McDowell & Pittaway 2007, p. 12). 
Their perspective accords with Olssen's (2005) view of contingent autonomy. 
MacKenzie, McDowell & Pittaway (2007, p. 12) advocate a model of refugee research 
that moves beyond considerations of harm minimisation to one in which autonomy and 
capacity building are privileged. The question of moving beyond harm minimisation is 
addressed under the Reciprocity heading below. 
While the research participants in this project did not sit at the acute end of 
vulnerability, nonetheless their circumstances benefit from the ethical considerations 
raised above. The participants were literate and had enough experience of Australia's 
education system to understand university ethics forms and their requirements. I would 
argue that, given the length of time the participants in this study had been settled, their 
residency and citizenship statuses, and the degree to which they had been able to 
'negotiate' the system, there was certainly a greater level of autonomy attributable to 
them than women in more acute and vulnerable refugee situations. 
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To the best of m y ability, I responded to any questions they had about the use of 
their interviews, the nature of my study, and the possible outcomes that might ensue. In 
addition, I contacted interviewees in relation to at least two other matters after the 
interviews. On the first occasion, I passed the completed transcripts back to the women 
for comment, especially in relation to tone and accuracy (see advice from Hynes 2003, 
p. 16). On the second occasion, I sent a follow up question to some participants asking 
why they had wanted to participate in the study (some participants had already answered 
this question during interview). On a third occasion, I emailed all participants with the 
themes from my overall analysis, again inviting feedback. 
Four interviewees did not reply to any of my emails regarding the transcripts, two 
replied that they had no additional comments, and three emailed back for with various 
suggestions reasons. Of those who responded, two interviewees offered some minor 
editorial feedback, which I incorporated into the transcripts. One of these interviewees 
commented that the interview had caused her to identify more closely with her refugee 
identity. The third respondent wrote back with further questions about how 
confidentiality would operate in the thesis write up. An email conversation transpired 
between us in which I learnt further about her specific concerns, and in which I explained 
the way this processes would work. These clarifications put her at ease, and she had no 
other questions after this. 
A combination of feedback from emails and transcripts provided me with the 
information I needed about all interviewees' reasons for participating in the research. 
Regarding my request for feedback on post analysis interview themes, I received 
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responses from five interviewees. I reproduce these samples (some edited for size) on 
page 265. The women were advised that they could revoke consent during the interviews, 
and I would certainly have been responsive to any fears, comments, or concerns that 
resulted in a participant's desire to exit the study. 
Trust and authority 
Pivotal to any research with or about refugees is the notion of trust, because, as 
Hynes (2003, p.2) counsels 'there is a boundless universe of 'mistrust — much of which 
will remain unknown to the researcher — requiring consideration when conducting 
research on refugees'. Hynes (2003, p.l) defines trust as 'being able to have confidence 
in a person or thing'. For refugees, that notion of having 'confidence' relates to aspects of 
safety, future, and continuity. Examples provided by Hynes (2003, p.5) begin with the 
interruption of 'primary ontological security' which occurs at the site of persecution, and 
continue to the site of settlement, where a profound mistrust of authority can persist. 
On a fundamental level, fleeing due to the fear or experience of persecution 
means that most refugees have lost the sense of everyday life which 'depends upon 
routine that, in turn, assumes a degree of predictability and trust in others' (Richmond 
1994, p. 19 in Hynes 2003, p4). Refugees might mistrust everyone they encounter in a 
new country of settlement, including people from their own community seen as belonging 
to a particular ethnic segment (Hynes 2003, p.7). The reproduction of home country 
disputes can also arise (Blackwell 1989, pl3 in Hynes 2003, p.8). Reciprocal 
relationships of mistrust are reinforced when national discourses paint refugees as bogus, 
illegal, or opportunistic (Hynes 2003, p.l 1; Clyne 2005). 
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Such knowledge is important for the researcher in understanding how participants 
frame the research relationship and the ways in which this may impact on their feedback. 
Without the requisite conditions for autonomy, refugees might be inclined to answer 
questions in a way that seems compatible with the researcher's professed value system. A 
participant who fears that her identity might be disclosed or who fears retaliation or 
retribution might be circumspect with her answers. Fear of political consequences, such 
as deportation or refoulement (return to the home country), may also undermine trust. 
The issue of trust is also central to the feminist research agenda. Marginalised 
research populations are often distrustful of researchers because such communities may 
have traditionally been ignored by researchers, appropriated by them, or represented in 
imperialistic and colonial ways 'within the wider discourses of racism, sexism and other 
forms of positioning the Other' (Smith 2002, p.90). The capacity to build appropriate 
rapport with participants who may be nervous, disengaged, or sceptical is seen as an 
important skill for researchers in this context. 
Rapport, familiarity, and power 
As mentioned, the use of subject centred methods in feminist research 
particularly, has been identified as one means of interrupting unequal relations of power 
(Oakley 1981, Reinharz & Davidman 1992). The concept of building rapport with 
participants, in order to elicit quality and open feedback, is considered central to such 
methods. Traditional feminist theory has counselled the benefits of using empathy, 
engagement and closeness to building rapport (Reinharz & Davidman 1992). More recent 
post-structural approaches have opened up such concepts to interrogation. For example, 
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some researchers have called into question the strategies used to cultivate rapport and 
friendship in the name of 'equalisation' (Cotterill 1992, p.597; Kirsch 2005, p.l). Of 
concern here is that research relationships are not equal and that building rapport through 
the cultivation of conditions and interactions which appear temporarily like friendship, 
might in fact be an unethical means for eliciting more detailed and private information 
than a 'thinking' participant might otherwise give. As Acker, Berry and Esseveld reflect, 
Given that the power differences between researcher and researched cannot be 
completely eliminated, attempting to create a more equal relationship can 
paradoxically become exploitation and use (Acker, Barry & Esseveld 1996, p. 141). 
In a paper about the ethical dangers inherent to undergraduate interviewing 
assignments, Kirsch (2005) draws heavily on a differentiation made by Cotterill (1992) 
between friendliness and friendship. Kirsch's message seems to be threefold. First, as 
researchers, we must be clear and honest in our own minds about our role in the research 
relationship. Next, we must make best endeavours to ensure participants have no false 
ideas about that relationship, including that they do not mistake our familiarity and 
empathy as long term friendship, thus inducing inappropriate or uncomfortable levels of 
disclosure. Finally, where we can, we do make efforts to equalise the relationship, for 
example through asking participants to review data for meaning and accuracy. 
Kirsch's counsel has been helpful to this project. First, while I was keen to 
develop rapport with the participants in this study and felt a strong sense of empathy with 
them, I worked hard to ensure that the nature of my role and the possibilities implicit in 
the project were clear. University ethics protocols required that my work was identified 
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as a university research project and further, I indicated to participants who enquired or 
showed an interest that the project may or may not lead to tangible policy outcomes. As 
previously indicated, the women with whom I engaged had been settled long term and I 
felt comfortable that they did not conceive of me as any kind of authority figure, capable 
of bestowing particular information or favours upon them. 
Having said this, because of the various levels of agency the women interviewed 
and I exercised, it is or has been the case that I have been able to communicate with a 
number of these women on a longer term basis in relation to issues of common interest, 
such as forums, research, and activities of social justice interest. Some of the women have 
also included me on mailing lists and in information request emails. This has been an 
unintended but welcome aspect of the study. Connection through this research work may 
mean the possibility for other collaborative conversations and ventures in the future, in 
both directions. 
Safety and confidentiality 
Jacobsen and Landau (2003, p.2) counsel that 'One largely unacknowledged 
problem [in refugee research] is the issue of security breaches arising from confidentiality 
lapses by the researcher . . .'. Such lapses, in the case of refugee research, may extend 
beyond the usual imperative to maintain 'anonymity' in written form. The mere presence 
of a researcher in some environments may carry with it risks and researcher behaviour 
can have unintended consequences (Jacobsen & Landau 2003, p. 10). Respect for and 
protection of confidentiality in the case of vulnerable research subjects has become an 
increasing focus for university ethics committees. Introduction of the Commonwealth 
257 
Privacy Act ( C O A 1988) illustrates a growing concern for issues of privacy. There is a 
significant learning curve for researchers like me, not having lived in environments of 
persecution, in coming to understand the extensive and myriad ways in which refugees 
may feel exposed, at risk, or fearful in relation to research. 
Confidentiality was important to the women in this study, and all spoke with me 
knowing that the condition of their participation was anonymity. I indicated that 
pseudonyms would be used in the thesis itself and that to the best of my ability I would 
ensure that connections were not made amongst pieces of information that might identify 
them. From my perspective as a researcher, balancing some of the confidentiality and 
disclosure considerations has been a challenge. Given the relatively small number of 
interviewees for this study, and my professed post-structural interest to paint experience 
in the framework of context and location, there was always a tension between revealing 
and concealing about the women. One woman, on reading her transcript, contacted me to 
express her concern that her views might be read by relatives. I reassured this woman 
about the confidentiality provisions of the project, and we had a discussion about her 
concerns. Once the detail of anonymity in practice became clear, the woman was 
comfortable with the interview being included. 
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Reciprocity 
Arguing for a shift from harm minimisation to reciprocity, Mackenzie, McDowell 
and Pittaway (2007, p.2) call for the 'design and conduct [of] research projects that aim to 
bring about reciprocal benefits for refugee participants and/or communities' (MacKenzie, 
McDowell & Pittaway 2007, p.3). Coming from a policy and advocacy background, 
reciprocity was a key concern for me. I struggled with the notion of 'thesis as praxis', and 
spent considerable time reflecting on my role in the research relationships. I contend that 
there were different levels of reciprocity present in the project overall; some by design, 
and others unpredicted by me. Here, I shall speak to what I understood the women were 
giving (and me receiving), and what I was giving (and the women receiving). There is 
also the matter of what both the women and I were collectively giving, and that others 
(known or unknown to us) might ultimately receive. 
In (a non exhaustive) summary, the women provided me with the following: 
• Increased understanding about refugee experiences, both before and after 
settlement; 
• A sense that I was trusted, through the open and empathic ways in which they 
communicated with me; 
• An investment in me - in that these women considered I could make a 
valuable contribution to change for the better; 
• The capacity to complete a thesis and receive a degree; and 
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• The capacity to speak with some 'authority' on matters relating to refugee 
women and education. 
My obligations, in return, I variously understood as: 
• To create an environment of open communication and reciprocity; 
• To provide the women with feedback about the progress of my work, 
including relevant chapters of the work when the thesis is completed; 
• To ensure that their voices were represented as accurately and genuinely as 
possible; 
• To complete the thesis; 
• To protect their confidentiality; 
• To provide assistance on requested matters for them, where ethically and 
practically feasible and possible; 
• To be respectful in my engagements with them, including appreciating their 
experiences through good listening skills, and asking meaningful questions; 
and 
• To make realistic attempts in putting the research to use at some stage to 
improve the lot of refugee women. 
Some of the benefits to women which might come from participation in this thesis 
(and which some of them communicated to me as benefits) included: 
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• A sense that they were giving back; 
• The capacity to provide an authoritative opinion on their own experiences, 
which would be included in some 'official' research; 
• The capacity to tell their stories — to be heard; 
• The possibility of influencing change in education; and 
• The opportunity to reflect on their lives. 
I was surprised by the benefits the interview itself conferred on some participants. 
For example, as m y interview with Karolina drew to a close, she indicated that the 
interview had caused her to think about aspects of her history and identity in a different 
light; to afford consideration to herself in a particular context that she had not done 
before. I felt humbled by this reflection. Jasmina spoke encouragingly about having had 
the opportunity to express the disparate details of her story in a continuous narrative; 
about putting together a range of pieces about her history, agonising emotions, and her 
actions, in one place. After the interview, Jasmina and I spoke for a further two and a half 
hours at a cafe. I was able to learn more about the politics, geography, and complexities 
of the war in Bosnia and she was able to give a greater contextual emphasis to her 
experiences. 
A number of interviewees commented that reading of the interview transcripts 
was a different or more reflective process than participation. Further to any 'benefits' 
which might have been gained from the interviews themselves, some w o m e n asked for 
m y perspective on certain general issues or for referral to particular issues or activities of 
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interest to them. This I provided willingly, including follow up communications with 
them. 
Some research benefits don't necessarily accrue to participants in a study, but 
rather are anticipated to (potentially) benefit others in the future. Certainly each of the 
women in this study wished to participate because of possible benefits to others. Their 
views on this question were captured in comments during interview and during the email 
exchanges that transpired when I communicated themes from my interview analysis. I 
have reproduced selections from the email conversations below25. 
I agree with your themes. It will be a very interesting publication. 
I have received your email and it has absolutely touched my heart in such a way that I 
can't really express my feelings in this quick email. I promise to write you soon a 
detailed mail on what I think and how much impact it had on me. Great work and this 
should make you really proud!! You've certainly made me be proud of you even 
though we just met once If just briefing me has blown my mind then I'm 
looking forward to reading the whole thing. 
I read your email with great interest.... I like the key themes, especially the potential 
part. I believe it is so true and that unfortunately Australia is still (after so many years 
of accepting migrants in such large numbers) wasting a lot of human potential. I see it 
now with the international students. It seems to me that we are not as good as we can 
251 have not listed pseudonyms next to these quotations because I have taken the view that, linked 
with the other information about participants in the study, it may make them more easily identifiable. 
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be re the way w e help people in the first three years (despite all the support programs 
that exist), which of course are most difficult for new settlers. 
It [is] a very worthwhile study with results that make a lot of sense. 
Thank you for your feedback . .. there are still many barriers to a refugee woman 
such as language barriers, which prevents them from getting a good job. 
For instance I have completed most of my higher education in Australia but still have 
problems with my English because I do not speak English at home and English is my 
second language. It does make me disadvantaged and makes it difficult to get better 
paying jobs. I can see in many workplaces that many native English speaking people, 
who do not even have any qualifications, are in better paid positions and can move 
around and in and out of jobs much more easily. 
However living in a multicultural country we need to be more open to people whose 
second language is English and who have an accent. Although their English may not 
be perfect, it does not mean that they cannot do the job. I think there is some negative 
bias to people with accents ... Maybe our commitment needs to be how to lobby the 
government and non government organisation to look at theses issues and encourage 
migrant participation in the professional areas as well 
In Chapter 9,1 explain the ways in which these perspectives influenced the further 
shaping and writing up of the themes in the study. 
Respect as a framework for representation 
Previously, I have drawn attention to the link between representations of refugee 
women as victims and 'charitable' subjects, and the material effects which transpire for 
them in locations such as policy. Such representations can pervade the interview space. 
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As noted by MacKenzie, McDowell & Pittaway (2007), researchers are charged with a 
dual imperative to recognise, acknowledge, and name women's contexts, including their 
frequently oppressive circumstances, while simultaneously refraining from the imposition 
of a negative, victim centred reading of such women and their experiences. Balancing this 
dual imperative requires that one is able to acknowledge, reflect, and understand a set of 
circumstances, including their implications for an individual's freedom; while respecting 
the capacity of that individual to interpret, construct, and convey the meaning of those 
experiences from their own perspective. I shall call the balancing of such an imperative 
an act of respect. 
Respect is an important element in building rapport and opening the lines of 
communication, during any interview. In my experience, women marginalised by 
mainstream Australian discourses, such as many migrant and refugee women, are often 
more responsive, more open to engagement, and more prepared to listen if the interviewer 
has some basic knowledge and understanding of their issues and context. Such is the 
generosity of these women with whom I have engaged (Success Works 2003, Success 
Works 2005), that even the smallest degree of knowledge about their country, their 
culture, or their language articulated by the interviewer can build rapport. 
Commensurately, women are also welcoming if a researcher shows genuine and deep 
interest in the information they share about their home country, their culture, and their 
experiences. 
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Particular to the refugee experience is, of course, the circumstances of persecution 
or fear of persecution. In response to the dominant meanings which researchers may 
impose on the refugee experience, Hynes (2003) counsels that some interviewees, 
may feel the need to demonstrate or point out their resilience or the fact that they are 
not someone to be pitied, be on the end of a 'charity approach' or be 'labelled as 
vulnerable' or a 'victim' (Baycan, 2003:22) (Hynes 2003, p. 14). 
Given that I approached the women in my study to be the 'experts' on their views 
about education, and given the educational, social, and cultural capital most had accrued 
from various locations including educational institutions or community work in Australia, 
I feel reasonably sure that they did not read my engagement with them as an act of pity or 
charily. On the contrary, many of them saw the interview as an opportunity to impart 
experience and knowledge as veterans of settlement. 
Having said this, the exercise of sensitivity by researchers to the refugee 
experience is a complex matter. It is simply not always possible to predict the links that 
interviewees will make with a researcher's questions, and issues that might cause them 
sadness or pain. A number of the participants in my study became emotional at different 
points. Some of this emotion came in the form of raised voices, quiet voices, tears, 
reflection, and anger. They were aware through the ethics process that support was 
available to them, however it was my experience that the emotion was something the 
women owned and displayed to me, and it was something that they were satisfied to 
manage themselves. They were not looking for pity from me. It seemed they wanted me 
to understand which issues were most meaningful to them, and to understand that their 
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past experiences of pain impacted upon their current lives in some way. As Hynes (2003) 
notes, 
refugees are quite often glad to tell their histories to researchers, particularly if they 
have politicised the experience and recognise it in a political context. In fact, it has 
been argued that the telling of their stories, or 'bearing witness' actually assists in this 
process (Hynes 2003, p. 14). 
Conclusion 
The 'matter of methods' is central in a thesis that is positioned as one 
representation amongst many. In this chapter I have canvassed some of the key links 
between epistemology, methodology and methods in my work, and provided detail of my 
methods. Questions of methodological approach and method have figured as significant 
topics of feminist enquiry (Fonow & Cook 1991, 2005; Lather 1991; Stanley & Wise 
1993) and have become the focus of increasing interest in refugee research (Hynes 2003; 
Jacobsen & Landau 2003; MacKenzie, McDowell & Pittaway 2007; Dona 2007). The 
influences of post-structuralism and especially of Foucault (2002b) can be observed 
further in methods which facilitate historically located interrogations that centre complex 
and local notions of the subject. 
The influence of these theoretical positions is evident in my methodology. I make 
an appeal to the margins (Foucault 1980) using long, in-depth interviews with refugee 
women. Concerned that my engagements should not further marginalise the voices of 
these women and re-institute aspects of representations in dominant discourses, I ask 
about education's purposes, rather than soliciting commentary on operational elements of 
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policy (Bakewell 2008). M y engagement with the interview feedback precipitates m y 
return to the literature and the development of an analytical framework for Chapters 9 
and 10.1 have argued that in combination, the pieces of this methodology — long, in-
depth interviews; an engagement on issues of ideological significance; participant centred 
discussion and my reflexive engagement with the literature — facilitates the opportunity 
to interrupt representations of refugee women in dominant policy discourses, especially 
in education. Consistent with my social justice perspective, 1 spend considerable time in 
the chapter engaging with key issues of current importance in the field of refugee 
research, looking especially at current ethical concerns and their relevance for my work. 
In a sense this chapter marks a transition in the thesis between characterising 'the 
old', that is, problematising current sites and mechanisms of representation; and building 
the new, that is undertaking an endeavour to identify different ways of seeing and 
knowing refugee women. In the chapters that follow — Chapters 8 to 11 -1 provide an 
introduction to the refugee women whom I interviewed for the thesis (Chapter 8), present 
the analysis of feedback from the interviews (Chapters 9 and 10), and conclude by 
considering the implications of my analysis for dominant representations in policy 
(Chapter 11). 
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CHAPTER EIGHT 
ORIENTATION TO INTERVIEWEES IN THE STUDY 
Introduction 
Consistent with a Foucaultian feminist perspective that emphasises the importance 
of locality and contextuality in women's accounts (McLaren 2002, p.31), I use this 
chapter to provide some background information about the interviewees. To begin, I 
construct a brief contextual narrative about each woman based on information provided 
during the interviews, especially in relation to her educational history. These histories 
were commonly the focus of conversation at the outset of interviews. My comments on 
representations of refugee women subjects and their implications for agency in Chapters 
9 and 10 are premised on the discussions I had in the body of interviews about 
education's purposes; however it was through the introductory accounts of women's 
educational histories that I began forming a view about agency. As part of this 
introductory material, I have drawn on particular excerpts from the interviews which 
speak to the ways in which some participants described thinking through, navigating, or 
contesting various challenging circumstances in pursuit of educational opportunities. 
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Introduction to the w o m e n 
Jasmina 
Although born in Kosovo, Jasmina spent the majority of her childhood in Serbia. 
Identifying as a Bosnian Muslim (a category she claims is more ethnic than religious), 
Jasmina returned to Bosnia at the end of Year 7. However with the outbreak of the war 
her family made the trip back to Serbia and, from there, escaped to Austria. At this point 
Jasmina continued her education in two different schools. 
Jasmina described herself as a dedicated student with a talent for music; a talent 
that was nurtured before the outbreak of hostilities in Serbia. 
Jasmina: I was one of the best players before. You know, they always wanted 
to take m e for competitions, you know .. . 
Interviewer: Yes 
Jasmina: To study further to become a conductor, you know I mean this kind of 
... I had this kind of world ... [in which I was] supported 
Her music studies were severely interrupted by the migration journey. After 
arrival in Australia, Jasmina studied at an English language school and then completed 
the latter part of her secondary education at an outer eastern state secondary college. She 
felt ill equipped for equal participation in mainstream classrooms, but did not wish to 
repeat a year because she already felt so far behind. Jasmina's options for learning music 
were now more limited and she described the antipathy she felt about music, because it 
was a reminder of what she had lost. Jasmina successfully gained entry to an 
undergraduate degree in psychology. 
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Jasmina explained the difficulties she faced grappling with themes about human 
nature and categorisation raised in psychology and so she eventually turned to a major in 
the German language in order to complete her Honors year. Later, she enrolled in a 
Graduate Diploma in International Relations, during which she was able to do some work 
with the United Nations. She described this experience as enabling her to explore some of 
the issues which plagued her from her refugee past. 
Semira 
Semira was one of seven children, born in Ethiopia to a family which she 
characterised as prizing education. 
And - [my] family's been a good role model for others and people used to say 'You 
have to be like — [X] is my father's name - 'like the X family.' So, everywhere you 
know, people give that example - you have to be like the X family. They [the X's] 
work hard... (Semira) 
Having trained in television production, Semira described a work environment in 
her home country that was restrictive and censored. Ultimately she and her husband 
moved to Belgium. After just over four years in Belgium, Semira took up a scholarship to 
study psychology at a regional university. She found adjustment to the regional 
environment isolating and difficult. 
And - the isolation. And not knowing what to do about that - it was really hard. Even 
if we know the language, even if we know the culture, you know, it was really hard. 
What really overwhelmed me was in Belgium, they're very quiet people. It's a 
different environment comparing it with [the Victorian country town I'm now in]. 
[Over there] . .. you have to shake people to talk to you - they are lovely people, once 
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you get to know them, but very reserved. And you come [here - and they scream out] 
'G'day!! G'day!!' 'So we were overwhelmed about that (Semira). 
The political climate in Ethiopia prevented her return, so Semira was granted 
asylum in Australia. She has since completed a postgraduate degree in Counselling, and 
involved herself heavily in community work. She described her concern for the 
challenges facing refugees and migrants to Australia and the importance of education in 
ameliorating suffering. In particular, Semira had been involved in a local council project 
to build bridges amongst women originating from different countries on her home 
continent. At the time of interview she was undertaking a Masters degree in Education. 
Hodan 
Born in Somalia, and raised by her mother (who was separated) in a small Kenyan 
town, Hodan's primary schooling took place 'under a mango tree'. She describes the 
significant influence of a teacher who modernized the curriculum and facilitated better 
entry scores to high school for the students. 
But, after a while, we got a really really good teacher. And he started making a 
difference in the lives of the children who were there And I can never forget this 
teacher, to this day (Hodan). 
In order to attend high school, Hodan moved to Mombasa and lived with her 
father and his family. Dissatisfied with what she termed a restrictive environment, she 
eventually returned to her mother after Year 9. Hodan married a Somalian man at 18, and 
had her first child at 19, but was ultimately forced to flee back to Kenya after civil unrest 
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in Somalia. Even in her home town the situation was unsafe, so the family spent years in 
a refugee camp. Eventually they migrated to Australia. 
Hodan describes her early years in Australia as confronting. Afraid about the 
implications of change, she describes keeping her children sheltered and maintaining a 
low profile; in her own words, living in fear. Hodan explains that confronting the fear she 
felt was a key turning point in her migration journey. 
[From that point] I wanted to do so much differently. And I don't know -1 just got the 
courage. I mean, the kids are amazing. They give you the courage. And I thought, I'm 
ruining their life, you know? I'm really doing that. With my own hands. And I didn't 
want that to happen. So, I pulled them out of schools. I took them to public school.... 
Started having [a] normal life. I started inviting children, you know, you want to bring 
a friend home? Please do! They did, they went to friends' houses. I didn't mind. I 
started interacting with the mothers at school (Hodan). 
Since migration, Hodan has attained a TAFE Certificate in Accounting. She is 
also involved in cross-cultural work with the local council. 
Cecylja 
Cecylja completed her primary and secondary schooling in Poland and 
consequently took up a job in a bank. Unhappy with her work at the bank, Cecylja went 
to care for her sister's children in Warsaw and undertook a Diploma in Administration. 
She left Poland for Austria and sought asylum while residing there. Her request for 
asylum in Australia was granted nine months later. She commenced work in a factory 
only three days after her arrival in Australia, which caused deep unhappiness. 
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I just felt so out of place working in the factory. You know, here I was this unhappy 
creature all the time. Never satisfied, you know? Always wanting something better. 
And I just thought... on many occasions, I wish I was like [those kind of people who 
are] just. .. not expecting much (Cecylja). 
Her dissatisfaction with the work precipitated action. 
so I did Year 10 [at 22 years of age] - and after the first year I went to one of the 
lecturers, and I said 'I'm really only doing this because I don't want to work in a 
factory, and I don't know how to get out of that . .. And he said 'Why don't you go 
and speak to the HR people in the company where you are?' 'After a couple of weeks, 
[it] took all my courage and 1 went to the HR person . . . and I just said .. . could she 
tell me what I could do to be able to get a job in the office? ' (Cecylja). 
Cecylja took up the office job, and continued on to complete a Bachelor of Arts 
and a Masters Degree. Her research interests centred on the experiences of migrants. She 
has found work in the community sector, and has completed a plethora of short courses in 
pursuit of her interests. She is heavily involved in the ethnic community sector. 
Nasrin 
Born in the north of Sudan, and attending primary school there, Nasrin and her 
family sought asylum in Australia as a consequence of her mother being Eritrean. 
Ironically, Nasrin only knew of her Sudanese heritage, but had always felt drawn to 
Eritrean culture. Upon arriving in Australia, she and her siblings (her family is Muslim) 
were enrolled by an uncle into a local western suburbs Catholic school. She completed 
Year 12 at a northern suburbs secondary college. Despite pressures from her family to 
273 
take a more conservative academic route, she elected to do a social science degree at 
university. 
Like a number of the other interviewees, Nasrin told glowing stories about some 
of the teachers who inspired her educational and topical interests. 
I had one [high school] teacher who was a practicing lawyer but then became a 
teacher and he was teaching law and our school was one of the first public schools to 
have international studies as a subject, so he introduced it to the school. And the 
reason why he did that [was] because, you know, it was around September 11 and 
when that happened and there was a lot of drama and a lot of the children I remember 
walking around in the school would say 'oh its those Africans who did it' you know. 
Like, the children were in a school full of children that were Greek, Italian, African 
and Lebanese — very multicultural school — but still lacked cultural learning or that 
political awareness of what really goes on in the world. You know cooped up in a 
school that a lot of gang violence, a lot of problems there, so, ethnic gangs ... 
it was kind of Greek versus the Italians and the Lebanese versus the Africans etc. So 
he introduced the subject to get us introduced to Australia's foreign policy and he also 
— because he defined the whole course himself— we learned about Indonesia and 
about Islam, we learned about the Palestinian/Israeli conflict (Nasrin) 
Nasrin has applied her studies to work with youth in the community sector. 
Parze 
Parze was the youngest often born to a Kurdish family in a Turkish village. As 
she explained it, 
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I am the youngest of the family and when you are the youngest in the family all the 
brothers and sisters they give their love to you (Parze). 
Parze contrasted her loving family environment against a backdrop of ethnic 
oppression in Turkey, where the expression of Kurdish culture was forbidden. Parze 
described herself as a dedicated student who was very keen to study law. She received 
encouragement from her father in this regard. 
Parze: my Mum didn't want to send me to High School. She said 'No way 
— you can't go to high school, you are a girl. The boys are going to 
come after you. We are going to lose you.' That was her [view]. But 
my father said 'No way ... my daughter will fight, my daughter will 
go to High School. She will finish her High School, she will finish her 
University, I trust her.' That was my father. He didn't know how to 
read or write. 
Interviewer: So were you the only one in your family who went to High School? 
Parze: Yeah. It was mainly from my father. . . he would .. . say 'you are 
going to be a lawyer, you are going to be a lawyer.' To become a 
lawyer was a big thing for my father He was encouraging me to 
be a brave girl, but he wouldn't say it to my other sisters, he wouldn't 
say it to my brothers but to me all the doors were open, that's 
where I think my determination comes from - him'. 
Despite achieving high university entry scores, Parze's entry into higher education 
was impeded by conditions in her country. After marriage, she explains her husband 
suffered at the hands of the government, and they eventually sought asylum in Australia. 
With two children who have both studied at tertiary level in Australia, Parze built her 
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own language skills and achieved degrees in the field of psychology. She too has worked 
extensively in the community sector with refugee and migrant women. 
Karolina 
Born to a mother and father who were both practicing medical doctors in the 
Czech Republic, Karolina and her brother were young when they migrated. According to 
Karolina, if was primarily her father's dissatisfaction and problems with the communist 
regime that precipitated the family's flight. Karolina describes their escape as frightening 
and dangerous. 
Transiting through Austria for 11 months, their applications for asylum to 
Australia were granted and Karolina began primary school in Melbourne's north. The 
family eventually moved to a beachside suburb. Karolina loved school, and describes 
herself in terms that are resilient and savvy. She explained her propensity to support other 
students with their academic work as a means through which relationships were forged. 
Karolina also recalled pivotal teachers in her educational experience 
There was a High School teacher called Mr [Smith]. He was my literature teacher and 
I liked him -he -1 did literature in Year 11 and 12 and he loved that class. Like he 
just thought we were such a brilliant group of young people with such interesting 
ideas about the literature. And he just used to say 'I'm amazed, you know, at what you 
people think and what comes out in your interpretation of these poems' . . .and so he 
was really encouraging to, kind of our creativity and it was just a very interesting class 
because he treated us like adults and he allowed us to explore ideas and that was good 
(Karolina) 
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Like some of the other interviewees, human nature and civil society were amongst 
{Carolina's key interests, and she has consequently completed a PhD in Psychology. 
Karolina felt that the refugee experience had been far more traumatic for her 
parents than for her, and she was concerned that I understand there were both positive 
and negative elements of the journey. For example, she contrasted stories about a very 
supportive community in Austria, with some bullying by other children at school. She 
contrasted the educational opportunities she had accessed in Australia, with a path of 
discrimination and difficulty for her mother and father. 
Afschineh 
Born in Iran, Afschineh describes her early educational life in terms of freedom. 
Like, some people didn't like going to school. It was, like, a freedom for me! When I 
go to school I feel comfortable, I feel confident and friends .. you know, when I go to 
school and have a friend (Afschineh). 
The Iranian revolution came when Afschineh was about twelve. Her father often 
kept Afschineh and her sister home from school because he was worried that his 
daughters' activism might attract the eye of the authorities. Afschineh married before 
completing her Year 12, and went to live with her husband's family. She continued in her 
studies by concealing her marital status. Explaining that she could not juggle the 
completion of her studies with the responsibilities expected of a daughter in law, she 
returned to her family. Like some of the other interviewees, she felt the impact of 
political circumstances on her educational choices. 
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Afschineh: And I finished, thank god, and I had to .. you know ... I had m y 
Diploma. And after that I applied for the University but because of 
the political problem they didn't let m e go in. 
Interviewer: Do they tell you that? 
Afschineh: No they don't tell you, but because you have a result, you know — 
they interview you and you have to pass a couple of like religious 
things. .. They ask you the religious .. . and they know if you are 
political. . . 
After fleeing Iran, Afschineh, her husband, and her daughter spent two years in a 
Greek refugee camp. They were finally settled in Australia. Afschineh describes the 
difficulty of juggling her role as a wife and mother, and craving an education of her own. 
in my country I loved to study I loved to go to school and learn things. And I said look 
— the Government of Iran there stopped m e and I didn't have a chance to go to 
school. N o w there is a chance, you know, I have to go to school. . .(Afschineh). 
During the interview, Afschineh placed high value on the capacity to advocate on 
behalf of one's community. One of her children does rights based legal work. 
Fadzai 
Born in Zimbabwe, Fadzai is the third of four children. Social mobility was 
important to her parents and as their circumstances improved so did the quality of 
education provided to the children. Fadzai attended a middle class primary school and 
consequently three different high schools, including a private boarding school. 
Successfully completing the standard British examinations, she enrolled in an Australian 
commerce degree (at the strong urging of her father). 
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I did a year and a half of Commerce. Hated it!' ' From Zimbabwe — our parent's 
generation generally look at it as either you be a Doctor or — in accounting, business, 
or engineering — stuff like that, where it's all about money. ' ... because they had it 
rough and they want it better for me and they think it being better is you have got 
money (Fadzai). 
While Fadzai was in Australia, circumstances changed in her home country, and 
she was unable to return home. Fadzai was immediately cut off from her support network 
— her family and friends. Unable to work or study in Australia, she describes the 
challenge of trying to stay mentally and emotionally strong. 
I think I've got about 6 books . .. about Nelson Mandela.... He needed to keep 
himself busy ... when you are in a crummy situation, like in a horrible situation it 
either brings the best out of you or the worst and for him 27 years in prison and still 
comes up shining. ... I kept trying to prove to myself that 'look I have to come out of 
this a better person otherwise it will just destroy me (Fadzai). 
Fadzai accessed a government scheme that permitted enrolment in particular 
university courses for those awaiting a permanent visa. She was eventually able to 
transfer to a course of her choosing, and is keen to work with refugee youth in the future. 
Traversing challenges — agency in educational accounts 
As noted in the introduction, at the outset of interviews each of the women 
provided some information about her educational history. These accounts included a 
description of the circumstances in their home countries and after settlement. These 
descriptions provided a useful insight into how the women understood the notion of 
agency within the circumstances of their lives. Insofar as all of the interviewees arrived in 
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Australia with some level of education, managed to reach this country, and have all 
engaged in some form of post-settlement higher education, then they might be 
represented as more privileged than some other groups of refugees. However, each 
contended with a range of barriers in their home countries, in transition, and upon 
settlement — all stories illustrative of the operations of agency 
The women were keen to explain the situated nature of constraints which 
impacted their opportunities and choices — the social, political, gendered, and familial 
constraints which impacted upon them; however their main drive was to illustrate the 
ways in which they, and others around them, had created and actioned opportunities for 
resistance or change. In this sense, my observation was that the women understood their 
lives in the fashion of Foucault's discursive game; a game in which the parameters are 
constrained, but numerous moves are possible (Olssen 2005). Within this game, the 
women were acutely aware of their own agency. 
In Chapter 4 I problematised representations of refugee women in policy that 
invisibilise or absent them and that cast them as victims who require saving. I would like 
to begin discussion here by drawing on three quotations from the interviews which 
contrast with such perspectives. In the excerpts that follow, Hodan, Parze and Nasrin 
narrate a strategic view about education in which they are the central agents. These 
excerpts illustrate the importance to them, not only of having and exercising self-
authorship, but of being recognised as self-authors. 
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Interviewer: W h y did you want to go to school? 
Hodan: Because I was ambitious. I've always been ambitious. Like 
even as a young girl. .. like I would read books, and that's 
what I wanted for myself. I had a vision, you know? As a 
young child I had a vision. Education gives you a vision 
(Hodan). 
At 8 years of age, I knew that education was important. I wanted to have a career in 
my life. I didn't want to be a village girl (Parze). 
It's the comments that people make, you know? [Like] Tf you were back home you 
wouldn't have got an education.' And I say 'yes.' And [they say] 'Do you feel really 
happy that you were able to go to school here?' and 'The system can help you to go to 
school.' And I say 'Yes.' But [the truth is] I helped myself, rather than the system has 
helped me' (Nasrin). 
In recounting their youth in the home country, every woman described having 
recognised a spark of passion, a strong spirit, an agentic force in themselves that 
propelled their interest or participation in education, despite limitations in their 
circumstances. Parze, for example, was the youngest child in a very large family, and the 
first to attend secondary school. She spoke about the heartbreak of making her way 
through secondary school, only to be denied access to a university education because, as 
she explains, she was not from the ethnic majority. 
I couldn't go to university because it was too difficult to go the university being a 
Kurdish girl. ... At the time there was a military [group] in power. I couldn't get into 
the university. I had very high marks, but I couldn't get in (Parze). 
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This disappointment should be contextualised against a history of barriers to 
Parze's participation in school. Her mother had resisted Parze's participation in post-
compulsory education. However Parze recounts the story of an enthusiastic primary 
school teacher who persuaded her father of Parze's educational talent. 
One of the teachers in Primary School when I was in Grade 4, he asked me, he said 
'You must study. You are bright. You are very smart. You must study.' And I said to 
him 'My mother and father won't let me study.' And he said 'Don't worry -1 will talk 
with your father . . . which coffee shop does your father go to?' And I told him 'My 
father goes to that coffee shop every day'. Then he went there and he was sitting there 
and my father was sitting there with other people who were playing these cards and 
then he said to my father 'Are you Parze's father?' And he said 'Oh Parze is a very 
smart child at the school. You must send Parze to high school She must study. Yes, 
she is very smart.' And of course my father ... [he said] yes . (Parze). 
Hodan's story exemplifies the types of 'move making' that are be possible in 
situations of constraint. She describes her primary schooling in a remote area of Kenya 
'under a Mango tree.' 'We didn't even have a room' (Hodan). As she explains it, her 
educational journey took a turn for the better with the arrival of a highly motivated 
teacher at her primary school who encouraged a love of learning and facilitated increased 
readiness for high school. 
We had a small place that we would plant — to teach us about growth and how, you 
know the sun .. . that kind of thing. And we kept books, actually. And we would come 
even the weekends to come into count, the activities of the animals. We had turtles 
and hedgehogs. So he introduced education to us, and it was really fascinating. It was 
beautiful. And I can never forget this teacher, to this day (Hodan). 
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Stating that in her culture 'for women, education wasn't much of a thing,' and that 
opportunities in rural locations were sparse, Hodan made a choice to leave her mother's 
care and move to her father's city location in order to continue her education. Concerned 
that her father might not approve of her attending school, she took matters into her own 
hands. 
And he [my father] was away from his home. So I went to Mombasa and went to his 
house, and checked myself into school. So when he came back, I was already at 
school. And I convinced him that, you know, I would be good and .. .usually parents 
have the fear of girls, you know, just, when you go to school and you have the 
freedom and you interact with boys . . they're usually afraid, you know, something 
bad might happen So I used to go to school on the dot. When I come from 
school, have to be at home. Because if I'm not, I could get in trouble. It was really 
hard ... QHodan). 
Afschineh's story was one of resilience. She prevailed in her pursuit of a 
secondary education, despite periods of being withdrawn from school by her father, who 
was afraid that his daughter's political activity would attract government sanction. 
we had lots of problems because I was involved in the politics and my father said, you 
know, he didn't let m e and m y sister go to school. He said T don't want you to go to 
school'... .(Afschineh). 
Afschineh was married at 17, before completing Year 12. 
when 1 was in Grade 12,1 didn't finish the Year 12.1 just married my husband and I 
moved from m y city to another city, I went to another school. . . Sometimes I have 
problem because I was married and no-one knew in the school, because if you are 
married, you are not allowed to go to school. I didn't say to anyone I am married, but 
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married life and school was big and new things for m e and I didn't know how to deal 
with it. . .(Afschineh). 
Attempting to meet her obligations to her husband and mother-in-law while 
continuing to study proved too much for Afschineh. 
I was the one going to school and coming home. I had to do every single thing at 
home. All the work - cooking, cleaning, washing for 10 people [and guests], and I 
was a child. I was a child with no experience of the married life, no experience of 
anything I can't deal [with it], you know? And I had to go back to m y family 
to finish Year 12 I said, if I stay here I a m not going to finish ... I don't get a 
good result (Afschineh). 
Having once achieved her Year 12 diploma, Afschineh continued to encounter 
problems. 
I finished primary school and high school and I got my diploma, and I tried to go to 
university to be a teacher. And because I had a problem with the government... they 
didn't let m e go to university and start school (Afschineh). 
Thus, while Afschineh exercised certain choices in attempting to overcome 
educational barriers in secondary school, the political environment within which she lived 
became overwhelming. This accords with m y reflections in Chapter 6 about the ways in 
which a persecutory home environment is commonly consistent with the exclusion or 
marginalisation of women within education. 
I draw on the next story from Jasmina because it speaks powerfully to the 
conditions within which refugee women's agency operates. Those privileged by dominant 
discourses commonly have access to a range of intellectual, social, cultural and material 
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capital which create positive conditions for decision making and the exercise of agency. 
Circumstances in the refugee journey are far more constrained. Decisions are commonly 
between multiple equally deleterious choices, and involve serious or life and death 
consequences. Agency then becomes the capacity to make a sequence of choices or 
decisions in high risk situations. Continuing to make choices and act on them, even when 
previous choices have led to negative consequences, speaks intrinsically to the nature of 
refugees as 'survivors' (Pittaway 2001). 
Jasmina's resilience might be characterised in relation to her continuing search for 
positive outcomes, even in the face of previously negative circumstances or choices. She 
was an accomplished and acknowledged accordion player who describes a deep 
connection with her music. The war disrupted her capacity to pursue further musical 
study, and her own emotional reactions to war and migration at such a young age 
compounded her situation. 
Yeah — I was very disappointed, because I kind of dropped accordion when I was in 
[the country of transition.] They . . .didn't really have um, a music school for 
accordion. Okay, you know, how can I find [one]? I'm there, like for months ... So 
they kind of [said] 'Take piano. Take piano.' And I didn't want to because, you know, 
I already had seven years of accordion. And I was very good. I was about.. studying 
this .. for my university. Then, you know, what's happening? . . you do something 
despite something, you know? When you do something out of revolt? (Jasmina) 
After having lost her home country, Jasmina described being unable to bear the 
symbolism of parting with an instrument [the accordion] to which her remaining self was 
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so closely identified by taking up the piano. Further, her material circumstances were 
difficult. 
But then I did it [music] here. And like, I was very supported by this .. music teacher. 
She liked me, you know? She was all T think you have to play, you have to continue. 
But I was very kind of disappointed with my life, you know? I couldn't think clearly, 
and I regret.... I always like, played at home, but I was so revolted because of 
everything. And you know it was very expensive. They were expensive the classes. 
And I couldn't afford them. I had so many things I had to do for myself that I didn't 
know what is my priority' (Jasmina). 
Jasmina's 'things she had to do for herself included providing support to a single 
parent who suffered with depression. Confronted by an incapacity to continue with music 
(her love) because it seemed neither practical nor accessible, and because of her 
unhappiness, Jasmina describes taking the decision to commence a psychology degree in 
Australia. 
My, uh, my thirst for knowledge shifted a little bit - from music. Okay, it shifted 
because war brought some other unrest in my soul which I had to deal with (Jasmina). 
Jasmina struggled to come to terms with understanding human psychology in the context 
of her refugee experience. 
[The theories in psychology should not be] taken literally. You know what I mean? 
But, whatever I heard, I took it as . .. 'that's it, the end.' And I thought 'Oh my god. 
How am I going to do this to people.' But I think I just wasn't ready myself, you 
know, I thought. . I had issues. So I really couldn't deal with that. It was too much for 
me. Maybe, not something happy.. it was too dark (Jasmina). 
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However a degree was also important to her as security for the future. 
Feeling unable to continue with psychology, she turned to German, a language for 
which she was developing a growing fondness after having learnt it during transition in 
Austria. She capitalised on this strength to complete her Honors degree, all the time 
continuing in her personal disquiet. Jasmina ultimately enrolled in an International 
Relations degree, which she credits with having helped her tackle some internal 
'demons'. During the degree she took on a placement with the United Nations in The 
Hague. This placement provided her with access to information and workings about 
international issues that she found helpful. 
So, you know, for seven months I had like, oh my god, everything I wanted there, you 
know what I mean? All the information, everything. And even there, I . . .on the basis 
of my objectivity, I got that. Because, although maybe I had emotional issues, I was 
never. . . political person, you know? (Jasmina) 
Jasmina strategised an education within the constraints of her personal, emotional, 
and economic circumstances. She made decisions along the way that enabled her to 
study, to obtain a degree, to work and think through her own personal issues, to make 
sense of her refugee journey, and to build a set of relevant professional skills. Education 
was 'put to work' for her as a site of healing, a process of exploration, and as a facilitator 
of desired outcomes, such as qualification. 
As described in Chapter 6, arriving in a third country of settlement can pose its 
own set of challenges. The representation of settlement countries as havens masks some 
of the challenges they might pose, or the fears they might re-ignite in individuals who 
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have been traumatised. To illustrate this point, I have reproduced an excerpt from Hodan 
below that gave m e cause for great reflection in the months following our interview. 
But I think, um, in spite of all those, you know, the misfortunes that we've had, I think 
the worst was for m e when I came to Australia (Hodan). 
To know those 'various misfortunes' that faced Hodan — fleeing on an 
unseaworthy boat with children, being separated from husband, living in ethnic conflict 
— is to realise h o w hard 'coming to Australia' must have been. It also provides 
invaluable insight into the discourses which the marginalised, rather than the privileged, 
identify as 'marginalising' for them. 
Once in Australia, some of the women in these interviews continued to battle 
religious and gendered attitudes within family and community to attend school and shape 
educational choices. They spoke about their desire to learn in a deliberative way. Here, 
for example, Nasrin narrates her choices in the context of attitudes towards w o m e n within 
her culture. 
Once you're married, you complete half of your religion - you conquer half of your 
religion. So for m y M u m , I can study for the rest of m y life she would be excited 
somewhat, but not as excited as m e getting married to a man. So m y degree makes it 
more challenging too because the more I study, for example if I complete a PhD, for 
m y M u m more than m y father, she will never want m e to marry a man with no degree 
because I am an educated woman in her eyes and m y husband needs to be at the same 
level or higher than m e (Nasrin). 
Nasrin made strategic choices about what schools to attend, in conjunction with 
her parents, and worked hard to achieve university entry in a secondary school with an 
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historically low level of tertiary entry scores. Choosing social studies over science was 
seen as a further rejection of the safety and security her parents had struggled so hard for. 
I shocked my Mum when I was in Year 12 because I didn't choose any courses at 
Melbourne Uni, I didn't want to go to Melbourne Uni, I didn't think Melbourne Uni 
was for me. I went to RMIT on the open day and it felt like this where I wanted to be, 
Melbourne Uni was a bit more like ... you know . . . very upper class . .. and I didn't 
want to go there. So, I remember my Mum nearly cried 'So are you gonna go? I heard 
it was a good uni. And all these ladies are saying their daughters are gonna go to 
Melbourne Uni and you don't want to go to Melbourne Uni.' And then we had a 
conversation about why I didn't want to do anything to do with science I wanted to do 
humanities .. . (Nasrin). 
Nasrin's story presents the picture of a young woman who, within the 
circumstances and boundaries of her life as a refugee, a daughter, a sister, and a member 
of her community, is enacting a process of self-authorship. My point in highlighting 
Nasrin's story, and the stories of others in this chapter, is to illustrate that these women 
are far from absent, invisible or impotent players in the theatre of their own lives. Their 
educational stories introduce a picture of agency that unfolds through the interview 
process, and which I deal with in-depth in the following chapters. 
Conclusion 
Chapter 8 has set the scene for discussion of the interview feedback in Chapters 9 
and 10. As a general orientation to future discussion I provided a short biographical 
sketch of each participant. The stories provided in the latter part of this chapter offer a 
glimpse into the operations of agency in the lives of interviewees to this study, with 
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respect to their participation in education. They are designed to illustrate the constraints 
and opportunities which surrounded participation in education itself, and the ways in 
which the women understood their (relative) agency in responding to them. In Chapters 9 
and 10,1 examine more closely the role that the women perceived for education in 
facilitating a particular kind of life for individuals, and for the operations of community 
more broadly. 
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CHAPTER NINE 
QUALITY OF LIFE AND EMPOWERMENT 
Introduction 
I have structured the feedback in this chapter under two headings — 'Quality of 
Life' and 'Empowerment'. These headings represent two major themes that arose from 
my analysis of the interviews. 'Quality of life' is a phrase I have coined, while 
'Empowerment' is a term used by many of the women. I provide a brief explanation of 
each heading, however they are best illustrated through the discussion and quotations 
contained beneath them. Beneath the heading 'Quality of Life' I consider three key issues 
under the sub-headings of— 'Meaningful Work', 'Material Safety and Security', and 
'Meaningful Engagement in Life Roles'. Under the heading of Empowerment, I make 
meaning of the women's discussion through reference to the educational theory outlined 
in Chapter 3 — Olssen's (2005) notion of 'capabilities for freedom' and hooks' (1989) 
concept of'voice'. 
The women in these interviews recognised multiple purposes of education; that is, 
no individual privileged a particular purpose to the exclusion of others. Further, despite 
the fact of bringing different perspectives on education to the interviews, there were some 
common themes across the feedback. Whether education imparts certain skills, such as 
public speaking, or material outcomes, such as qualification, of importance are issues of 
self-authorship, choice, and social responsibility in an individual's life. Education is seen 
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as pivotal in increasing conditions for the exercise of agency, in which both individual 
and community benefits might be achieved. The themes of 'quality of life' and 
'empowerment' begin a conversation about agency that continues through 'care of the 
self in Chapter 10. 
Interviewee reflections on interview themes 
Given the priority I set myself to value subject centred research, it would seem 
important to note the ways in which participants' feedback to me (including feedback 
following the interview) informed my unfolding analysis. I noted on page 265 that a 
number of interviewees commented upon, or held conversations with me about, the 
themes that arose in my post interview analysis. Recalling my discussion on pages 265 -
266, Respondents 1 to 4 made what I would consider strong statements affirming the 
nature of the themes (for example T agree with your themes' (Respondent 1); T like the 
key themes' (Respondent 3); the key themes 'make a lot of sense' (Respondent 4). 
Respondent 3 specifically comments on the theme of potential, which she considers to be 
an issue of importance for government policy consideration. It should also be noted that, 
while the comments of Respondent 2 are less specific, it is my understanding from our 
previous interactions that the depth of her response relates, in significant part, to the issue 
of education's role in the realisation of potential. The importance of representations of 
refugee women that take account of potential is central to my findings in Chapter 11. 
I would characterise the feedback from Respondent 5 as being a further 
explanation of themes raised in her previous interview. Respondent 5 draws attention to 
the invisible barriers that can prevent achieving a 'quality of life' for new migrants to 
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Australia. She identifies bias in the workplace towards people with non-English speaking 
accents as responsible for creating inequitable employment outcomes. The views of 
Respondent 5 were present in other interviews, most notably in those of two of the older 
women with significant community and leadership experience in Australia. Their point as 
I understand it, and which I have addressed in this chapter, is that barriers to achieving 
one's potential are complex and refugee women have varying degrees of control over 
some of those barriers. Education, as I shall describe in the early part of this chapter, is 
seen as a pivotal tool in assisting women to achieve meaningful work. However the 
women are conscious that they exist in a world where complex barriers, including lack of 
English language and, as Respondent 5 has pointed out, bias towards those with non-
English speaking accents, can limit one's opportunities. 
In summary, the feedback from email exchanges with participants following the 
interviews helped me to reflect upon the ways in which I was shaping the themes, and 
clarified the focus I was intending to take in Chapter 11 - the concluding chapter. 
Quality of Life 
The phrase 'quality of life' is used to capture a range of sentiments expressed in 
the interviews about what education is idealised by the participants to facilitate. The term 
'quality' intimates a certain depth of experiences and outcomes; something beyond just 
'getting by', beyond the minimum, beyond the more severe experience of being 
marginalised by dominant discourses. It was connected closely by the women to a notion 
of being able to imagine and carve out one's own life — the capacity to shape one's 
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future. Jasmina, Cecylja, and Afschineh made specific mention of education as building 
or enabling 'a future'. 
As described in Chapter 6, future is a critical theme in the lives of refugees 
(Callamard 1999, Gozdziak 2004). Uncertain circumstances in a refugee's home country 
may have prevented her from developing any sense of future (because the nature of the 
conflict or the conditions might be or seem interminable), while the process of flight and 
the prospect of permanent settlement in another country are also uncertain. Field and 
advocacy work have taught me that one of the most debilitating aspects of the home 
country and the refugee camp environments are that they bring about an incapacity to 
plan ahead; to 'live' ahead (Gozdziak 2004, Pittaway & Bartolomei 2005d). One might 
be able to survive in such an environment, but may not be able to create a future plan and 
follow it with a sense of continuity, safety and possibility. With this context in mind, I 
will examine three themes that are illustrative of the interviewees' emphasis on 'quality 
of life' in these interviews — 'meaningful work', 'material safety and security' and 
'meaningful engagement' in life roles. 
Meaningful work 
Employment was important to all the interviewees; however it was employment 
with 'meaning' that mattered. Every interviewee made mention of education as a path, 
not only to getting a job, but to a quality job, a career, a field of work that gives decent 
remuneration that attracts respect and feels meaningful. The following excerpts exemplify 
this perspective: 
I wanted to have a job that I would enjoy. I wanted to be a professional (Cecylja). 
294 
If you don't have education, you wouldn't have a quality of job, and that's very 
important If you are educated you will get a better job, and when you get a 
better job, your life will change (Parze). 
If you don't go to school, you don't get a good job and you don't get nothing 
(Afschineh). 
Each of the women had pursued education or was pursuing education in order to 
create the opportunity to undertake work 'with meaning' in her life. Speaking of her own 
experience, Karolina explained, 
Well, partially it [education] has been so that I can have a fulfilling career (Karolina). 
A general distinction was articulated between types of jobs that a person could be 
forced to accept because of difficult economic circumstances and the capacity to choose a 
particular kind of work because of having the requisite qualifications and skills. Below, 
Fadzai explains the importance of being able to make such considered choices rather than 
making life decisions 'randomly': 
Education to me is better opportunities. When you are educated you are not limited to 
[your background]. . . For me, going to Uni, it's to get a skill, a profession, an identity 
of what I can work towards, not just randomly (Fadzai). 
Deriving meaning from work was a pivotal theme in the interviews. In the next 
excerpt, Cecylja explains her frustration at working in a factory and her desire to attain 
something more meaningful: 
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And I just felt out of place. You know, here I was this unhappy creature all of the 
time. Never satisfied, you know? Always wanting something better. And I just 
thought — I probably thought on many occasions T wish I was like them [the other 
women in the factory]'. And just, kind of, not expecting much. Obviously, it wasn't 
for me, and I just brought, sort of, big ambitions and kind of aspirations for myself 
(Cecylja). 
Fortunately for her, Cecylja received helpful counsel from an academic who 
encouraged her to seek out an office-based role in the factory where she was employed, 
while simultaneously enrolling in a degree that interested her. She has now worked for 
many years in a senior management role in the community sector. 
Other women similarly discussed the importance of meaning in their work. 
Semira spoke about supporting refugee women into and through the tertiary education 
system. Nasrin has used her degree to work with migrant and refugee youth, while Fadzai 
is aspiring to do the same. Jasmina undertook an internship in The Hague. Parze has 
provided critical psychological support for abused migrant and refugee women, while 
Karolina has pursued questions about representations, fear, and peace in her studies. 
Hodan undertakes cross-cultural work with her local council and Afschineh is hoping to 
put her advocacy skills to work for women upon completing her community development 
course. 'Quality of life' for these women has meant the capacity to access opportunities 
for, plan for, and work towards, meaningful work of their choice. 
Most of the women were subject to, or aware of, pressures within their own 
families and communities about hierarchies of desirable jobs towards which they should 
aspire. The issues around these community views will be canvassed in the section on 
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'Material safety and security'; however suffice to say for now that, while material 
concerns were important to all of the participants, their desires for meaning in their work 
was paramount. The capacity to access and take up such work was connected with a 
pathway of self discovery. I discuss this question in Chapter 10 under 'Knowledge of the 
self. 
Meaningful engagement in life roles 
The fruits of education were understood by various participants to improve one's 
capacities as a parent, paid worker, partner, and community contributor. Education was 
understood as a means of bringing greater quality to the fulfilment of these roles and 
relationships; to facilitating better (that is, more informed, skilled, practised, 
contextualised) ways of handling these activities. Having already spoken about the 
importance of meaningful work, and given the discussion I will undertake in relation to 
community roles during Chapter 10,1 will focus here on the links made by a few of the 
women between education and improving the quality of parenting generally. 
Hodan and Parze made explicit comments about parenting and the part that 
education can play in improving one's choices and actions as parents. Given research that 
links socio-economic status and parental levels of education with outcomes for children 
(Rothman 2003, DEECD 2009), it is unsurprising that many of the women explained to 
me a link between education, their capabilities as parents, and the likely quality of their 
children's lives; that is, education can improve decision making for, and engagement 
with, one's children. As Hodan explains it, 
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For me, it's like I want to be a successful parent. That's the first. . . you know .. .the 
number one dream. Like I want to see my kids really succeed in my dream. That is my 
number one priority (Hodan). 
Hodan described education as being pivotal to the parenting role: 
If I didn't have an education, I don't think I would have realised so many things. Like, 
I talk to you about my past life and how I have, you know, decided for my children. 
And, without an education, you can't. You can't make those decisions. You're kind of 
handicapped (Hodan). 
Parze described education as improving a parent's own 'quality of life', which has 
flow on benefits for children: 
Everything becomes stronger with education. That is how I believe. When you are 
educated you give better (to your) children, you educate your children in a better way 
(Parze). 
Parze also believed that education could improve the capacity for a parent to 
ensure a better quality of education for their own children. 
In addition to improving participation in life roles, each of the women in different 
ways indicated that education was important for bringing about improved material safety 
and security. 
Material safety and security 
The interviews suggested a complex link between education, qualification, work, 
and material security. As noted previously, lack of safety and security, and a future that 
can be planned, are defining elements of the refugee journey. To illustrate some of the 
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pressures, fears, and setbacks experienced by w o m e n in this study, I present four brief 
excerpts from the interviews: 
so we had to come with this boat, which was really overloaded. Small boat. And three 
days, the j ourney took us three days because we would just travel on the day, and be 
in the boat at night. Like, we wouldn't go anywhere [during the daytime] because of 
the . . it was overcrowded. They were afraid that anything can happen (Hodan). 
So all the letters, and to and from Poland, were censored. Most of them I think. 
Certainly most of the ones I was getting. We were too afraid to ring, and see - you 
know - and kind of speak freely on the phone. And, for example the news in Poland 
was presented by a man in a military sort of suit, so that was . .. And then you 
couldn't be out after ten o'clock- there was a curfew, there were just lots of things 
that sort of- martial law .. . (Cecylja). 
For my parents, I know it [settlement] was a sttess. My mum got work, like, cleaning 
the chicken . .. poo. That was hard for her because she was used to being a doctor 
(Karolina). 
I used to walk a long way with my daughter because sometimes you don't know how 
to use the ticket machine and how to use public transport, and I was scared as well, 
you know. Then plus my daughter, because I had to use the pram, I said, 'Who's 
gonna help me carry the pram and put it up and put it down', because when you are 
coloured you are different and the people are different and I was scared. I said, maybe 
the people look at me different or they swear at me or they say something, and that's 
why I didn't want to have any problem with people you know, peace, that's what I 
said. I walk [instead of using public transport], I walk. Doesn't matter. I walk. It's 
exercise. It's good for me. I used to put her in the pram and walk maybe half hour, 45 
mins from Brunswick to Coburg (Afschineh). 
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M a n y refugees continue to live 'with an open suitcase'; existing in the future 
driven world of settlement while entertaining the dream to return home. I draw on the 
following comments from the interviews to illustrate the operation of this overt or latent 
desire amongst some women in these interviews: 
I have to do something — if I want to help the women in this society, I have to do 
something. Even if I want to go back [home] in the future, if there is a Revolution in 
my country, and if I want to go back to my country I have to have something to 
benefit my country as well, to benefit to help the women (Afschineh) 
Parze: If the suitcases are open like that, we say, in the future when I retire 
and my husband retires, when my children marry, we can go overseas 
and we can buy the house and stay there because [our] community is 
there. 
Interviewer: So do you want to go back to Turkey? 
Parze: In some level we talk about, because it is your home, it's the part of 
your belonging there and you feel about your family there, you feel 
about your language, everything is there. When you dream, you 
dream of your country, you dream in your language. This means that 
you . .. part of you is still there. 
The question of returning home is complex in refugee circumstances. The 'home' 
to which some of these women want(ed) to return, in the political, cultural, or 
environmental sense; that is, there has been regime and social change since they left or 
their vision of the country disappeared long before their departure because of the actions 
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of the persecuting government, or the country they desire never really existed in their life 
times because of the political circumstances. Further, the environment may still be 
dangerous and people, homes, and other objects of importance may no longer be there. 
The quotation from Afschineh below illustrates the pervasiveness of suspicion and fear 
that lingers for refugees long after they have escaped from a persecutory regime: 
some of the [people from my country] are not refugee. They are migrated here and 
some of them, even the refugees, they are not real refugees. Because if you are a 
refugee, you escape from the country you are not allowed to go back — but some of 
the people they don't have problem. I see them, they go back to [my country] and they 
come back, no-one harms them and they don't have any problem (Afschineh). 
In refugee circumstances, the relationship between education, employment, 
financial stability, and safety take on new meanings. Security and 'future' are at a 
premium. Cecylja, for example, explained education as a 'safe' way to try and craft a 
stable future. 
I think [education] it's, urn, really important for immigrants . . it's one of the best 
things they can do. I know there are other ways, you know, Paul Keating didn't have 
university but... I think it's a safe way .. .(Cecylja). 
Refugees bring individual, local, and broader community discourses to their 
understanding of safety and stability. Most of the interviewees spent at least some time 
explaining to me how qualification, work, and future are connected and valued in the 
eyes of their cultural or ethnic communities. Each woman was acutely aware of value 
systems that had operated in her home country in relation to education, wealth, and status. 
The women had complex views of these discourses, accepting elements of them, and 
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contesting or rejecting others. Meaningful work was important, material greed was bad. 
Professional opportunities were good, but an expectation to make study choices on the 
basis of professional hierarchies privileged by dominant cultural discourses was not 
necessarily good. All the interviewees linked education to improving the quality of life 
for the next generation; for one's children: 
Interviewer: What was the influence of your parents? 
Cecylja: The fact that they missed out on education and they wanted men-
children to have a good future and good lives. Easy lives. More easy 
than they had. 
Through such comments, I came to understand that qualifications could facilitate 
different kinds of capital (Bourdieu 2006). Cecylja, Nasrin, and Afschineh described 
education generally, and gaining a qualification specifically, as an investment for the 
future. Professional qualifications were believed to facilitate access to paid (or well paid) 
professional work and to a level of status that secured a range of benefits, including 
potentially economic ones: 
If you are educated, you will get [a] better job and when you get [a] better job, your 
life will change (Parze). 
because ... in my country ... it [education] was the only way for social mobility 
(Cecylja). 
The question of status will be discussed during a later section in this chapter on 
'voice' and visibility; however qualification was understood as a form of capital that 
could provide insurance for the future: 
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[My parents always said] 'Look - you don't know what your life is going to be in the 
future, but if you go to school you get educated you will get something that will 
benefit you and is good for your future (Afschineh). 
when you have an education that's always something that will support you. That's 
always gonna be your paper that backs you up (Nasrin). 
Most of the women explained, either directly or in passing, local ethnic 
community and family values around professional qualifications. Almost uniformly, these 
professions were described in a hierarchy of status, beginning with medicine at the top, 
descending into legal, engineering or other science based professions, and then business 
professions. The following quotations illustrates one interviewee's understandings of 
these discourses of professional hierarchy: 
Accounting, business, or engineering — stuff like that. Where it's all about money. 
Careers are money focussed. What will make you money. What will give you a 
comfortable life because they had it rough and they want it better for me and they 
think it being better if you have money (Fadzai). 
They do economics, they do accounting to be able to get a job (Semira). 
So, growing up, you develop [a] push from the family that you have to be doctor, you 
have to [be] engineer, you have to be this (Semira). 
Some interviewees expanded upon the conversation of professional hierarchy, 
putting the evolution of these discourses in a cultural or historical context. The quotations 
below illustrate how Fadzai and Karolina understood the differences in public attitudes to 
professional hierarchies in Australia and their respective home countries: 
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And the other thing is, if you, like here [in Australia], when you are mechanic or when 
you are a builder, it's the skill that — you are paid according to the skills and every 
profession is respected, like people are professional painters and they have got a house 
and got a car and they support their family. But in Zimbabwe, professions that are 
respected are academic, like pen and paper kind of stuff. So if you are doctor you are 
respected, if you're a plumber you don't even get paid what it's worth. No-one wants 
to be a plumber and if you do become a plumber you are not respected because they 
say it is a dirt job Q7adzai). 
I think in Czech the respect is higher, definitely. Like now my Dad works in UK and 
he said there he gets a lot of respect more than he did here. Supposedly they're a bit 
more old school about those kind of things Well in Australia people are a lot 
more . .. casual. Maybe a nurse doesn't like what a doctor says to her, I don't know . . 
. tells him what she thinks. I don't know (Karolina). 
This excerpt reflects ambivalence on Karolina's part about what is valued in 
Australia. At one level, she narrates a situation in which she says her parents received 
little respect in Australia, despite their qualification as doctors. This contrasts with her 
own relatively positive school experiences, and her reflection about the potential 
'benefits' of a more egalitarian Australian culture (for example, that a nurse in Australia 
can speak back to a doctor if she thinks there is a problem). 
It should be noted that a number of the women questioned the direct linear 
relationship assumed within their communities, and within the broader Australian 
community, between qualification and professional work. Degrees, for example, do not 
necessarily lead to meaningful work. Exemplifying these views, Semira explained the 
difficulties of encouraging second generation migrant children into further study when 
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their highly qualified parent(s) (such as a father with a PhD) could find no other work but 
taxi driving or labouring. This issue of limiting or underemployment for refugees in 
Australia (Iredale 1992) was discussed in Chapter 4 and is echoed by these participants. 
Karolina also described difficulties experienced by her parents in relation to qualification 
recognition and obtaining work. She conveyed the despair felt by both other doctor 
parents who were transiting from a culture in which they had been significantly respected 
to one in which they felt they weren't: 
both my parents came here and they couldn't work and they had to do all their exams 
again and they were treated like second rate doctors, and they were unemployed.. .. 
M y mother was a doctor of 15 years experience. She had to start at the bottom and 
people who had just left university were treating her like shit... (Karolina). 
The conversations about qualifications and money were complex and compelling. 
While it was clear that the women understood the importance of financial stability, the 
quotations below illustrate a certain level of disdain that was exhibited for individuals 
driven solely by materialistic goals: 
Not everyone's success is money. For me, if I am really successful in life, is if I can 
make a difference to someone else's life (Hodan). 
Jasmina: You know, because like I told you, I was different to people .. .to 
kids from m y country. I couldn't meet someone who was thinking the 
similar way as I. .. you know, they're all materialistic orientated 'we 
want car, want this'. Ugggg!' So that's what they get. 
Interviewer: From.. the former Yugoslavia? 
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Jasmina: Yes 
Interviewer: So, you think that maybe that's one of the drives in education for 
them? 
Jasmina: Yes! If they study at all. For them, it's all about money. 
Interviewer: And status and those sorts of things? 
Jasmina: Status, yes. Because they think, now, I finished IT or I finished 
business, and I have a job in Price Water or something ... 
Interviewer: Price Waterhouse? 
Jasmina: Yeah, you know, this consulting, business consulting, something... 
hundred thousand dollars . . .after two years, earning or something. 
They think they succeeded in something. But that's because these 
people have a different mindset. That's what they want in their lives. 
The interviewees' comments illustrate a resistance to dominant discourses that 
position the value of qualifications only in relation to its capacity for generating wealth. 
In the following quotation, Hodan notes that material concerns exist, but she emphasises 
the importance of education's role in creating choices: 
People think of education as 'I'm gonna get a good job and I'm gonna have money'. 
And it doesn't necessarily mean that. But it gives you choices (Hodan). 
Like Hodan, Karolina does not deny the instrumental importance of a 
qualification, however she explains her own additional motives for desiring a tertiary 
degree: 
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I can see that there are situations where you kind of learn your accounting, you learn a 
specific skill and that's it I mean, for me, my education has taken me in a way 
where this kind of broader understanding is what has gotten me a job (Karolina). 
In the context of family and community values that privilege particular 
professions such as medicine or law, making alternative choices was sometimes difficult, 
especially for the young women still in the nuclear family environment. As an example, 
Nasrin resisted pressure to attend the tertiary institution considered by her mother to have 
the most prestige in her cultural community. She also resisted undertaking a degree, such 
as in medicine or law, that was considered to have more prestige: 
So, I remember my Mum nearly cried 'So are you gonna go [to Melbourne 
University]. And all these ladies are saying their daughters are gonna go to Melbourne 
Uni and you don't want to go to Melbourne Uni'. And then we had a conversation 
about why I didn't want to do anything to do with science I wanted to do humanities 
(Nasrin). 
I highlight these quotations from Karolina and Nasrin to illustrate the ways in 
which these women especially the younger ones, remained conscious of the values 
operating in the dominant discourses surrounding their cultural communities; but were 
also cogniscent of, and able to exercise, certain agency within them. In their stories I 
observed no universal acceptance, nor rejection, of local cultural values or dominant 
'Australian' values. Instead, I observed a considered weighing up of options and 
variables, such as the importance of relationships, which included an acknowledgement 
of the experiences of their parents and others who came before them; with their own 
desires, in part precipitated by the options available to them in Australia. 
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In rendering these accounts, what remains clear is that the pressures to achieve 
economic security and the desire to gain meaningful work were not described as mutually 
exclusive propositions. The comments in this section illustrate the importance of building 
an economically secure future; however, the importance of money was balanced against 
other requirements for a 'quality of life' such as having a meaningful job and making a 
social contribution. Central to accessing these opportunities was the capacity for 
independent, informed, and critical thought — a form of 'empowerment'. 
Empowerment 
Empowerment was a theme in these interviews which spoke strongly to the issue 
of agency. Of the participants who used this term — Jasmina, Cecylja, Nasrin, Parze, 
Afschineh, and Fadzai — each used it more than once. It referred to the power to make 
choices (such as a job of choice), to speak the local language, to be knowledgeable, to see 
that there were pathways after tragedy, to express an independent perspective, and to be 
financially independent. I have drawn on the following quotations from Nasrin to 
illustrate one of the reasons she sees education as empowering: 
so education for me is that empowerment and just giving women the strength to say 
that I know and I think (Nasrin). 
[Rather than marrying women with an education and who speaks English, a few men 
from our community] bring over wives who hardly know anything because that's 
better for them. She stays at home and she will never question him, she will never 
have the self-confidence to leave him either. She doesn't know what's going on and 
how things work (Nasrin). 
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In reading the women's words, I understood their use of the term 'empowerment' 
as being related to two significant themes — to a notion of autonomy, and to a notion of 
self articulation and advocacy, or 'voice'. As explained in Chapter 3,1 draw on Olssen's 
(2005) 'capabilities for freedom' (autonomy), and hooks' (1989) language of'voice' as 
theoretical tools to make sense of this discussion under the heading of 'empowerment'. 
Capabilities for freedom 
To recapitulate briefly, Olssen (2005) rejects the liberal notion of autonomy, 
instead articulating a preference for what he terms 'Capabilities for freedom'. These he 
lists as 'critical reason, cognitive and cultural capital and resources, emotional and social 
capital, and so on' (Olssen 2005, p.379). Olssen positions these capabilities in a 
framework of community that values the defence and protection of certain rights, 
particularly freedom, security, equality, and inclusion. In accounting for the spirit of what 
others might mean by autonomy, Olssen (2005, p.374) suggests it is 'a degree of 
reasonable self-sufficiency, of mature judgement, and reasonable detachment of 
perspective, as . . . [people] balance the interests of themselves and their families with 
those of the commimity and the polis'. 
In different ways, each woman in these interviews emphasised certain of these 
capabilities. As I shall explain in detail below, they placed significant value on: 
• Cultivating an informed perspective; 
• Making informed and independent decisions and exercise choice; 
• Engaging in debate and expressing an informed position; 
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• Developing skills in order to understand the local Australian culture; 
• Cultivating an open mind; and 
• Exercising critical enquiry and developing the capacity to question. 
Education was understood by the women as a critical vehicle for facilitating these 
capabilities; for increasing autonomy, which, as MacKenzie, McDowell & Pittaway 
(2007) emphasise, is always relational. The women's understandings of these capabilities 
are outlined below. 
An informed perspective 
A premium was placed on knowledge or a knowledgeable perspective by all of 
the interviewees. Seven spoke overtly about the importance of having a knowledge of 
facts; of having exposure to information. As the following quotations illustrate, the 
sentiment was expressed largely in terms of needing or desiring 'to know' facts and 
information. 
For me, it's actually giving me satisfaction that I am . . . somebody who likes to know 
(Cecylja). 
It makes me depressed if I don't know something (Jasmina). 
It makes me feel like I know a little bit more about what's going on in the world ... 
(Karolina). 
It is worth noting that in Cecylja, Nasrin, and Jasmina's interviews, knowledge 
was afforded an innate value; that is, knowledge acquisition was seen to be important 
even without an immediately evident, instrumental purpose. As Nasrin expressed it, 
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Acquiring knowledge is a good thing for the sake of knowledge (Nasrin). 
In various ways, all of the interviewees spoke to the importance of cultivating a 
perspective based on more than speculation, whim, or uninformed bias. Jasmina, Nasrin, 
Karolina, and Fadzai in particular were critical of individuals articulating uninformed 
perspectives, as the following excerpt illustrates. 
It's really to have the knowledge. Not to be dumb, you know? (Jasmina) 
Independent decision making and exercising choice 
Six interviewees emphasised the role of the knowledge gained from education in 
making informed and independent decisions. Fadzai expressed this perspective overtly. 
[Because of education] I have the choice to pick. I think I make smarter decisions 
(Fadzai). 
The capacity to make decisions independently was connected to accessing 
information from a range of valid information sources (such as education institutions), 
and then being able to put that information toward 'thinking' outcomes. Hodan, for 
example, explained the importance of education in facilitating an independent perspective 
so that one might make decisions independently of the pressures of community groups or 
religious authorities: 
You're more aware of choices. But without an education, you go .. . with the flow, 
you know? With the commumty. With whatever you hear, is right to you - you don't 
have that sense of. . .you don't have a choice, more or less (Hodan). 
In this quotation, Hodan places value on bringing her own 'mind' to 
conversations, debates, and engagements about varying issues. 
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Engaging in debate and expressing an informed position 
A number of interviewees described the capacity to engage in discussion, express 
an 'educated' opinion, and to persuade others of a particular perspective, as being an 
important function of education. In the following examples, Jasmina and Karolina speak 
about education as enabling their capacity to express an opinion amongst others: 
to share my opinion. To be able to share my opinion with people who I would respect 
and I respect and, uh,, and I am to be like them. You know what I mean? (Jasmina) 
it helps me clarify why I think what I think and backs it up a bit more and it helps me 
just to have that knowledge so that if I discuss it with someone else I can be aware of 
the different points of view and argue against it if necessary (Karolina). 
To be critical, to think, to be able to deal with one another (Jasmina) 
Developing skills in order to better understand the local Australian culture 
Participating in institutional education was identified by four interviewees as an 
avenue for learning local culture - attitudes, approaches, idiosyncratic values and 
behaviours, ways of doing and being. This kind of 'capital'26 (Bourdieu 2006) was valued 
highly. As long term settled refugee women working with large settling communities, 
Cecylja and Semira placed a premium on this kind of experience: 
26
 Bourdieu's (2006) concepts of cultural and social capital have been explained on page 48. 
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I strongly believe that to actually study in Australia, regardless of what qualifications 
people have, it's actually the best thing that migrants can do It's just the local 
educational experience and the supportive environment to get the confidence to ... be 
able to compete in the [job] market (Cecylja). 
Afschineh made a similar point from her own more recent experience: 
that's why I choose to go to TAFE — to get the experience (Afschineh). 
Cultivating an open mind 
Every interviewee spoke about the role of education in opening minds and 
enabling individuals to see the world and its people from a different perspective. Hodan's 
quotation below captures this sentiment: 
Education has done so much for me because it has given me an open mind, which is, I 
don't judge people (Hodan). 
Interestingly, Jasmina makes a similar point by emphasising the undesirability of 
'closed environments' and 'closed circles' -the antithesis of the 'openness' which 
characterises an 'open mind': 
making people think things with their heads, and you know, getting out of these closed 
environments. Like closed circles cos .. in a Utopian world . . I think everyone would 
be ... thinking about the next one [others] as the same (Jasmina). 
Open mindedness in individuals was understood as an important condition for a 
peaceful, just, and civil society. The importance of understanding others' perspectives is 
taken up in greater detail during Chapter 10. 
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Developing critical enquiry — the capacity to question 
I introduce this section with a quotation from Hodan which, although brief, is 
powerful. 
I think education, to me, is light (Hodan) 
Hodan understood education as a vehicle for shedding light on issues and 
information that one might not otherwise have. The emergence of this light coincides 
with a capacity to question the status quo, or that which appears as common sense to 
others. All of the interviewees, including Hodan, placed value on the capacity to question 
and critique dominant ideas and understandings. 
Critical thought enriches the capacity to question and the capacity to make 
independent choices and decisions; to think (more) independently in relation to questions 
of family, religion, work, and within the community. In the following excerpts, Hodan 
and Jasmina describe the importance of being able to think outside 'the mob': 
Like, I would be told 'You have to wear the hijab', you know? As a youngster. And I 
didn't know why I had to do it. And I didn't want to do it unless I knew why. And 
education give[s] you the asking. (Hodan) 
Not to be like - sheep - you know? Someone say[s] something, you follow. You 
know, to be more critical about things (Jasmina). 
Like, my commumty will tell me 'Oh no no no. This is not good for you in Islam'. But 
I know. I know better because I have researched it. Or I have read through it (Hodan). 
The interviewees who spoke about having an open mind valued learning from 
'different' others, and distilling the wealth of such feedback in order to question, 
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interrogate, and engage with the 'common sense' views or view of authority figures 
which might prevail in their own communities and in the community at large, for 
example through the mainstream media: 
If I don't have any education in this country, when I listen to the TV news, of course I 
will understand in only one and okay, these people saying this and that, it's bad 
for me. But if I am an educated person, if I learn skills and how to analyse everything, 
then it will be different, my understanding or my perceiving from any news from the 
TV (Parze). 
you can tell me anything about the history and say they write good things about you or 
bad things about you or whatever you want to say you can say it. But if you can read 
and write it can make a difference ... in every step of the way of life (Afschineh). 
Importantly, critical enquiry produces the conditions within which an individual 
can come to know and articulate her own views more clearly: 
it helps me clarify why I think what I think and backs it up a bit more and it helps me 
just to have that knowledge so that if I discuss it with someone else I can be aware of 
the different points of view .. . (Karolina). 
In a vein similar to the notion of an open mind, was the view expressed by 
Jasmina, Hodan, and Fadzai that education plays a pivotal role in dispelling fears held by 
new migrants about their new country, and fears held by local residents about new 
arrivals. Jasmina criticised what she termed 'the mentality' of individuals within her 
community, who repeated information and perspectives without critical regard. In her 
view, many of these perspectives characterised the attitudes responsible for the Bosnian 
war. 
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Nasrin saw the classroom as a place in which she could engage with new ideas, 
which she could bring to conversations with friends and members of the local 
community. New ideas gave her the 'freedom' to question dominant orthodoxies; to 
challenge hegemonic views about women, about ethnicity, and about religion. The ideas 
she gained from these locations also enabled her to challenge family and friends 
regarding dominant perspectives on what was considered an appropriate employment 
pathway for her. Nasrin resisted undertaking medicine, engineering, or business at 
Melbourne University; career paths that were valued by her parents and her cultural 
community. 
Fadzai explained the importance of critical thought to evaluating one's position in 
society. She claimed that many Africans from Zimbabwe took for granted their position 
in the 'social order', and did not recognise that they had a wealth of skills with which to 
start their own businesses or run their own economy. Parze linked a critical perspective 
with empathy - she understood education as playing a role in developing one's 
consciousness about others' situations, which might lead to greater understanding and 
connection. 
General discussion - understandings of autonomy during interview 
Autonomy was by no means an idealised or simple goal in the minds and 
experiences of the women. Jasmina, Cecylja, Nasrin, Parze, Afschineh, and Fadzai drew 
connections between education and the facilitation of independence, whether for 
individuals, for women, or for communities. Afschineh linked education with 
employment, financial independence, and self reliance: 
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It's like, you know, power, as you say, it's a big power because when you are 
educated and when you marry, I believe if I am educated it is easy for me to find a job 
and then I rely on myself on my pocket and my money, if I'm married. I think in all 
cultures there's a big issue for the women, education, you work you have your own 
money, if you don't work you have to ask for the money (Afschineh). 
Nasrin explained her mother's views on the link between education and self-
reliance: 
[Mum] wants us to get an education so that we feel empowered — and you can read 
and you can write and you can take care of yourself (Nasrin). 
Feedback from the interviews suggests that the participants viewed autonomy, 
like Olssen (2005), as social and relational. Olssen (2005, p.374) describes autonomy as 
the exercise of 'choices within specific constraints', and the dependency of capabilities 
'on a whole network of complex structures and supports.' I noticed in particular that the 
younger interviewees struggled to reconcile a personal desire for autonomy with family 
or cultural values premised on gendered and aged hierarchies of authority. 
Fadzai's refugee story provides a salient example of these tensions. Forcibly 
displaced from her home country and parents, Fadzai had to balance her new conditions 
of independence with cultural values that subordinated her decision making to that of her 
parents. While she described the forced separation from her parents as a cause of great 
distress and fear, she also described the sense of resilience and skills of independence it 
cultivated in her. More than this, I observed that Fadzai was proud other resilience. 
However, as the following excerpt illustrates, her exercise of independence conflicted 
with her parents' views about authority and decision making: 
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I haven't seen [my family] in 5 years so I [moved the date of m y airline ticket 
forward] without consulting my parents and then told them that T rang today and 
changed my ticket' you know. I paid my own airfares [with money I earnt]. I went 
there .. .it's me. But in Africa .. [the fact of my initiative and self-reliance have] no 
meaning So my Dad was furious. 'Why did you come here [without consulting 
us]? What about this, what about [that responsibility that you have left in Australia] . . 
And I said 'Look, I'm the one who's left whatever [I need to do in Australia] -1 know 
what it is [that needs to be managed], so you should respect me and trust me enough to 
be able to make my own decisions because it is my life that I left there' (Fadzai) 
Similarly, Karolina's description other father in the settlement environment 
revealed differences in their views, both from a perspective of age and culture: 
Yes, I mean my Dad did try to step into my education decision after I finished my 
honours in psychology. I decided that I wanted to take some time off and travel 
around the world and work for a little while. My Dad was very unhappy about that 
decision. He believed I should go straight on to my post graduate' (Karolina). 
However, within and despite these constraints, autonomy or capabilities for 
freedom were seen as paramount to directing one's own life. In Parze's account below, 
we note an ambition and drive to achieve particular goals: 
At 8 years of age, I knew that education was important. I wanted to have a career in 
my life. I didn't want to be a village girl - to stay at home - to depend on your 
parents, to be dependent on your brothers. I wanted to have my own career. I wanted 
to stand up for my own self. I wanted to be something for my own [self] (Parze). 
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The concept of shaping one's life is taken up further in Chapter 10 under the 'care 
of the self. In this final section, the importance of having a voice and 'speaking for 
oneself is discussed. 
Visibility and voice 
In Chapter 5 I described the ways in which systems of international law and 
protection have largely made invisible the voices and bodies of refugee women. Refugee 
women face 'disappearance' in a number of ways. These include the invisibility which 
might arise from cultural mores around gender, to the type of exclusions that arise as a 
result of ethnicity — ranging from discrimination to ethnic cleansing — to the literal 
'disappearance' of relatives and loved ones into prisons, or worse. A recent volume of the 
Journal of Refugee Studies (van Selm & Koser 2008) is devoted to the ways in which 
particular groups of refugees are 'invisibilised' by home country, transition, and 
settlement systems. The settlement experience can re-inforce refugee women's sense of 
invisibility (Hammond 2008, Polzer 2008). 
From the physical invisibility brought about by the language barrier and an 
incapacity for flexible movement outside the home because of family responsibilities, to 
the political invisibility brought about by not having a public voice, many of the women 
in this study spoke at considerable length about the importance of having voice and 
visibility. The interview itself became a space for voice: 
I want to help, to bring .. . like that a refugee woman can do better, that a refugee 
woman has a voice in this country as well. And, as ... a refugee woman or migrant 
woman who went through a difficult lifestyle, she can still have voice to talk about 
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other people to say 'here is the life, here w e need to improve, here w e need to go' 
(Parze). 
Education was identified as a tool that might be useful in combating some 
elements of these conditions of invisibility. 'Coming to voice' was a pivotal element of 
many stories told during the interviews; that is, interviewees emphasised the importance 
of being able to speak from one's o w n perspectives. I will now focus on two issues 
pertaining to 'voice' in the interviews; the notion of education as facilitating authorial 
voice and the relationship between learning English and voice. 
Out of invisibility — status, respect, and voice 
Each w o m a n variously drew links between the notions of status, respect and 
voice. As discussed in the previous section, a professional qualification was linked with 
better material outcomes for families and children, a c o m m o n priority for families that 
have experienced poverty and displacement (Martin & Copeland 1988). It was also linked 
with increasing the status of, and respect for, the individual. In the following quotation, 
Karolina draws a link between practising medicine and attracting respect in her home 
country: 
in my country, there is a lot more respect if you're a doctor. If you're a doctor, you're 
someone and people respect you (Karolina). 
Interviewees described the complex connections between status, respect, voice, 
and authority. Some spoke disparagingly about the competitive environment fostered by 
communities that link education with professional status. The following excerpts from 
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interviews with Jasmina, Cecylja, and Hodan speak to the nature of these competitive 
environments and, in some cases, the interviewees attitudes to them: 
Like parents would say to a child, it's just about being competitive. He can't be better 
than you. You have to do all this, what she is doing. Like, it's all about, like, being .. . 
competition (Jasmina). 
The whole town I came from -1 come from a small little town and it [the level of 
education] was almost like competition between households (Cecylja). 
Interviewer: Like 'so and so came and she did this and this, and she's having a 
good job now. Why can't I do it?' you know? 
Hodan: It's about getting a job? 
Interviewer: It's about getting a job. Or you know, um, what do they .. like there 
is a saying .. . keeping up with the Joneses 
Nasrin and Semira described the pressures that competitive ranking placed on 
individuals: 
my mum is still now constantly getting that whole [pressure].. . from a few other 
ladies. It's that whole gossip thing about.. .the status thing, you know? That the 
course I did is arts and arts are very easy to do, you're not really meant to have many 
brains and blah blah blah . .. (Nasrin). 
And it was really hard for us - well you know - in the community we used to live in 
there. You have to always be up there You always have to be the first in terms 
of rank. You have to be the first one in your class (Semira). 
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Saving face was a theme linked to status and competition. Nasrin spoke about the 
difficulties for her mother w h o feared losing face within her community because other 
struggles with the acquisition of English: 
Nasrin: We come from a very well known family here. My father is very 
smart and very nice and all of that, and [mum] wants to be .. . 
Interviewer: She [your mother] wants to live up to that reputation? 
Nasrin: Yes 
Some of the women commented on the gendered nature of discourses about 
competition, status, and respect. Semira, for example, saw education as being capable of 
improving the status of w o m e n who are marginalised by dominant discourses in their 
own cultures: 
Culturally, you come back to the cultural thing too, as a woman. If you're not 
educated, you're down here (Semira). 
In this context, the women were strategic in understanding that, just as they could 
be marginalised in an environment of competition, so the attainment of an education 
could garner a level of status derived from having a voice of authority. Jasmina, Semira, 
Cecylja, Parze, Karolina, Afschineh and Fadzai made direct reference to the relationship 
between education and respect, which are reflected in the quotations below: 
if I am educated I can . . the people look at me differently .. . like if I'm a social 
worker or a lawyer here . . if I want to present m y case . .. they [take] m e serious [ly] 
(Parze). 
People tend to respect you more if you are educated (Fadzai). 
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You might have a lot of money and be rich - but if you're not educated . .. (Semira). 
These quotations illustrate a number of different ways in which education affords 
respect. In some instances, a qualification itself is seen to attract the respect of others; that 
is, qualifications afford status. In other circumstances, it is the knowledge and skills 
provided by education which allows someone to sound 'authoritative'. For example, in 
the last quotation above, Semira describes education as conferring a type of status 
separate from, and in some ways more important than, wealth. 
The quotations provided here illustrate the role these women imagined education 
could play in creating visibility for them and others. Variously, the women spoke about 
wanting to garner respect, to be treated with dignity, not to be 'down there' (that is, out of 
sight). This concept of not being 'looked down' upon and not feeling Tess than' is 
reflected in the excerpts below: 
so for me I never want to be in the situation where I'm gonna feel less than other 
people. That I will always walk into the room and be proud and feel equal because I 
know my Mum struggled to not be able to read a language very well or write in a 
language .... because she never had the opportunity to learn or go to school for a 
long time (Nasrin). 
he thinks that people look down on him because he is not formally educated .. 
(Fadzai). 
Without education... people don't value you (Parze). 
so for me, I never want to be in the situation where I'm gonna feel less than other 
people (Nasrin) 
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Commonly, participants spoke about the cultivation of respect in relation to their 
own communities. In the quotation below, Karolina expresses the view that such a value 
system extends to the Australian community at large: 
I think even in Australia if you have the title of Doctor, people may think that you're 
smart or something like that or that you're rich . .. (Karolina). 
I think there is a respect on some level, like maybe if you go to an airline you might 
get a better seat if you're a doctor or maybe from your application for a rental property 
having that title might be an advantage, mainly because it represents that you have 
more money or that you are more responsible or something like that. QXarolina). 
Some of the interviewees argued that education was valuable because it could be 
capitalised upon for the benefit of others: 
If you are educated, you can advocate on the others' behalf. You can voice your issues 
with others. But if you're not educated, you don't have status in the community 
(Semira). 
because if you don't have educated people, if you don't have people who speak, who 
understand the issues confronting them, they wouldn't go out - they won't discuss for 
the community benefit (Parze). 
These quotations resonate with hooks' (1989) notion of 'talking back'; that is, the 
'capabilties for freedom' (such as independent and critical thought) enable the use of 
voice to speak both for oneself, and on behalf of others. In this sense, education can 
enable the practice of naming problems in the dominant discourse (David & Yancy 
2009). Such capabilities are in contrast to practices of education that facilitate only the 
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reproduction and repetition of dominant, instrumental views on topics such as citizenship 
and values (see Chapters 2 and 5). 
Developing a 'voice' was about having one's views heard and taken seriously. 
Education and qualification were seen to facilitate status, respect, and particular skills of 
articulation that increased one's chances of being heard. This may be, in part, because the 
education process in the dominant culture increases the skill of expressing oneself in 
terms acknowledged by the dominant discourse (for example, expression through 
academic language) or simply because individuals feel more empowered to speak by such 
skills. 
English, voice, and visibility 
Every participant in this study spoke about the importance of English language 
skills during her interview. In Australia, where English is the national language, an 
intrinsic link exists between the concept of 'voice' and the capacity to speak and/or write 
in the national language. Reading across the interviews, I noted the importance of English 
in relation to a number of goals. Language was important to the expression of ideas, and 
to creating visibility for oneself: 
when you speak the language it is easier to express yourself. . (Fadzai) 
The language is very important I think. .. because when you don't have a language 
you don't have a voice . .. (Afschineh). 
Language was seen as necessary to accessing a particular type or level of 
opportunity, such as courses and degrees of choice and work of choice. In the following 
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excerpt, Jasmina expresses her reservations about pursuing a desired course because of 
concerns about her level of language skills: 
I wanted to take up drama ... Me!! Drama!! With my accent, you know? So, I really 
wanted to do acting, drama and stuff, but because I was so aware of the way I speak 
English, I was really scared. You know, that they would never take me . .. (Jasmina). 
In general, good language skills were associated with having a positive experience 
of settlement. A lack of these skills was seen to create unhappiness and isolation: 
Although, I don't think I realised at the time what was happening - it was just, you 
know, I was a very unhappy person. Kind of not knowing English (Cecylja). 
More than creating a sense of happiness, familiarity with the local language was 
seen as necessary to survival. As the following excerpts exemplify, interviewees shared 
with me their various feelings of fear, trepidation, and courage in navigating a new 
country with limited language skills: 
I used to walk along way with my daughter, because sometimes you don't know how 
to use the ticket machine and how to use public transport, and I was scared as well, 
you know' (Afschineh). 
I told my kids and my husband ... we came here, this is our country, we have to learn 
the English, we have to find a job, we have to settle in here. I came here just with 
small luggage and I didn't even have my children's clothes in the luggage It has 
to happen .. . because if you don't do that you don't integrate with the community. 
Communities can be very tough When [you] get out, when you have broken 
language, they didn't care about you, so you have to face the difficulties, you have to 
do it. People - they don't come to you You have to go there and you have to 
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fight for your rights. And then I think you will get the benefits, otherwise who cares 
about you? You can die at home, no-one will know even you exist in here (Parze). 
English was described as necessary to survival; survival included the undertaking 
of basic functions, such as filling out forms and taking transport: 
so I feel like if you don't have language, like good language skills. It's hard for you to 
get from A to B and stuff like that. . .. (Fadzai). 
Through learning the local language, Afschineh, Semira, and Cecylja emphasised 
that one would be learning the local culture: 
When you come here you have to go to school and learn the language and when you 
are learning the language you are learning the culture as well as the language, you are 
meeting with other people, you are learning about other people's culture as well' 
(Afschineh). 
Language was also important to making connections; participating in the 
community, making social connections, and warding off isolation. Cecyfja's comments 
on the importance of English to mitigating her sense of isolation were impassioned: 
I just -1 just wanted to speak English. I was . .. just determined to get rid of this 
barrier that existed for me that I couldn't read newspapers, that I couldn't understand 
the tv, that I couldn't take part in a conversation... So I did the two hours [of night 
classes], but I would actually study in the bedroom, like two or three hours a day or so 
... The only thing I felt I could do (Cecylja). 
Poor English skills were seen to attract disrespectful responses from locals, to 
inhibit the recognition of qualifications, and to be mistaken by the general public for a 
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poor intellect. In the following example, Karolina expresses frustration that her parents' 
skills, qualifications, and experience are devalued because of the language barrier: 
they treat overseas doctors as second rate. They give them exams, which, I don't 
know, from what my Dad was saying, was difficult - it's difficult to learn to pack all 
that information into your brain at the age of 40 ... So it would be like me doing my 
whole psychology degree again from topics on neuro-psychology, which I wouldn't 
have practiced in 20 years time at all. . . and English - it's very very hard (Karolina). 
In the case of one interviewee's sister, a learning disability was misinterpreted by 
teachers and others around her as poor English skills which delayed her proper diagnosis. 
A number of women also described the destructive influence of English in families where 
children's English language skills exceeded those of the parents. These circumstances 
were seen to bring about a devaluation of the language and culture of origin. 
Interview feedback revealed complex feelings about English; it is constraining 
and liberating, an object of desire and frustration. The acquisition of English was valued 
by participants, however I would argue that understanding why it is important to refugee 
women - why and how it links to 'quality of life' and 'empowerment' — is a question 
that matters in considering its role in settlement. I reflect further on this observation in 
Chapter 11. 
Conclusion 
'Quality of life' and 'empowerment' arose as significant themes from the 
interview feedback in this study. With respect to 'quality of life', the women valued the 
role that education played, especially qualification, in enabling them to make meaningful 
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choices in their work. They also looked to improve their participation in life roles, for 
example as parents, through gaining an education. Key emphasis was also placed on 
security and achieving a 'better future'. Under the heading of Empowerment, I discussed 
interview feedback which centred on questions of autonomy and voice. In order to make 
meaning of those themes, and to illustrate my understanding of them, I drew on Olssen's 
(2005) Capabilities for Freedom (Olssen 2005), and hooks' (1989) notion of voice and 
'talking back' (outlined in Chapter 3). 
The women were sensitive to the notion of a relational autonomy (Olssen 2005) -
that the capacity to be 'free' was linked intrinsically with interdependence in relations of 
power (MacKenzie, McDowell, Pittaway 2007). The capabilities valued by interviewees 
included cultivating an informed perspective, making informed and independent 
decisions, exercising choice, engaging in debate and expressing an informed position, 
exercising critical enquiry, and cultivating an open mind, including cultivating an 
understanding of the local Australian culture. The development of these capabilities in an 
educational context speaks to the notion of a subject with agency (Olssen 2005). As 
important, under the heading of 'Empowerment', were the skills or capabilities for 
'talking back' (hooks 1989). In coming to know their own minds, participants were keen 
to develop practices and skills which increased their capacities to speak from their own 
perspectives, challenge dominant representations in discourse, and advocate for their 
communities. 
A detailed consideration of the links between education, self, and other is taken up 
in Chapter 10. Indeed, the nuanced, engaged, and complex relationships imagined 
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amongst education, self, and other, crystallises the importance of meaningful engagement 
with marginal voices as a means of exploring questions about representation and agency. 
Garnered from the margins, and cultivated independently of policy categories, the 
feedback in this study furnished a picture of refugee women that stands in significant 
contrast to current dominant representations — a topic for consideration in Chapters 10 
and 11. 
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CHAPTER TEN 
CARE OF THE SELF 
Introduction 
Each woman in this study understood development of the self through education 
to be an act that has intrinsic ethical worth for both the individual and society. This 
perspective stands in stark contrast to the instrumental purposes (Coyne 1996) commonly 
reflected in dominant models of education (see Chapter 2). Instrumental purposes 
reproduce dominant discourses and position as marginal other purposes of education. In a 
capitalist society, one significant purpose of education is to reproduce effective labour 
(Barrett 1988). Within the capitalist model, women have felt the burden of Counting for 
Nothing (Waring 1988), often providing unpaid labour in the sphere of private 'invisible' 
work (Friedan 1963, Barrett 1988). Further, women of colour have been theorised as 
largely comprising a reserve pool of service and domestic labour in capitalist economies 
(Braegel 1979, Carby 1997). From these critical perspectives, economic, gendered, and 
race ideologies determine the 'visibility' and 'value' of individuals against a capitalist 
framework. Dominant models of education might be understood as functional to these 
purposes. 
In contrast, the perspectives of women in these interviews reveal a more complex, 
dynamic, and social view of education's purposes. In Chapter 9 we saw that each of the 
participants rejected unitary, economically and materially driven views of education's 
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purposes. The feedback revealed a deeply social notion of education, which each woman 
understood as being pivotal to civil society. Certainly qualification and paid work have 
value; however, they are objectives within a broader framework of values which 
emphasise critical thought, self-extension, and social contribution. Work should have 
meaning. One should be able to cultivate a social voice. Importantly, education should 
play a part in helping one make meaning of experience; and enable one to give back. This 
view of developing the self as an ethical social act is consistent with Foucault's (1990c) 
notion of 'care of the self. 
In this chapter, I shall explore this ethic of 'care of the self (Foucault 1990c) as it 
manifests in comments from the interviews. I begin with a general discussion about the 
idea of 'developing the self, which is described in different ways by each of the women 
as important to realising one's own potential and the potential of the community at large. 
I then introduce Foucault's (2000b) concept of 'knowing the self, which he argues is 
important and functional to 'caring for the self. In the case of the women interviewed, 
education and the refugee experience underpinned a process of coming to 'know the self. 
Foucault suggests a range of techniques through which one can come to 'know the self 
better in order to 'develop the self. During my discussion, I centre one technique of 
'knowing the self — conversation with others — as a means of building self knowledge 
and building bridges with others. I argue that engagement with 'the other' serves as a 
platform both for self exploration and building bridges with others. 
The interview feedback reflects a fundamental understanding by the women that 
interdependency is a condition for building individual and social freedoms (MacKenzie, 
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McDowell & Pittaway 2007). In order to illustrate their conceptualisation of social 
contribution, I describe some of the activities, such as consciousness raising and 
advocacy, seen by them as central to advancing a socially just community. 
Development of the self as an ethical act of citizenship 
Each of the women in these interviews drew links between education and 
developing the self. Karolina expressed this sentiment in the following manner: 
But a large part of it [further education] has just been my own self development. .. 
and kind of pursuing values that I have . .. (Karolina). 
The purpose of this developmental process, as one interviewee impressed upon 
m e at the conclusion of the formal interview, was to 'reach one's potential'. In this 
chapter, I refer to the journey of working towards one's 'potential' as a process of 'self-
actualisation'. 
The term 'self-actualisation' is associated with the fields of psychology and 
personal development, and is most commonly associated with the work of Maslow 
(1970), whose Hierarchy of Needs culminated in the attainment of 'self-actualisation' — 
a state of transcendence beyond certain 'deficiency' based needs (Maslow 1970, p. 159). 
In this study I use self-actualisation to mean a dialogical process between participation in 
education and development or extension of the self towards the realisation of certain 
possibilities such as happiness and fulfilment. A better 'quality of life' or peaceful 
community might increase the conditions for self-actualisation. I understand 'self-
actualisation' as discursively constrained, in much the same way as Olssen (2005) 
explains autonomy, or Choules (2007) explains social justice. There is no 'pure' state of 
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potential, but more a Utopian vision which motivates. The concept of education playing a 
role in the life of individuals on a path to self actualisation; of individuals seeking 
something beyond 'existence', is captured in this quotation from Hodan: 
Without education, I think, you cannot be ... you just exist. You can't have a life. 
You just — you exist. And you're not living (Hodan). 
Pivotal in the interviews was a sense that 'developing the self had meaning 
beyond its benefits for the individual; it was, as I have suggested, a practice of 'caring for 
the self. 'Caring for the self is an ethical act of citizenship because it understands 
development of individual as important to the development of society (Foucault 2000b). 
From this theoretical perspective, development of the individual is not a liberal act of 
individualism. Instead, a robust democracy and flourishing polis are indelibly tied to the 
nurturing, development, and support of individuals and the institutions which support 
their freedoms. Supporting individuals to 'reach their potential', to self-actualise, is 
essential to society at large; that is, it has social benefits. 
There were various social goals of importance to participants, and in which 
education was seen to play a role. For example, Afschineh premised the whole notion of a 
society or a good society, on the education of individuals: 
Society, without education, is nothing (Afschineh). 
Karolina's interest in the broad social goal of a civil society is linked with 
education, in particular literacy: 
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[You need] literacy to get by in a civilised world (Karolina). 
As described by Jasmina, Nasrin, and Karolina especially, one of the qualities 
required to bring about such a civilised world included the capacity for vigorous but 
respectful debate; for informed and knowledgeable debate. In the excerpt below, Jasmina 
explains the important role of education in shaping the nature of debate. She 
acknowledges that individuals and groups will sometimes have different perspectives on 
issues; however she explains the necessity for civil rules of engagement, for bringing a 
knowledgeable perspective to discussion, and in extreme instances, the importance of 
putting aside the effects of war crimes in order to bridge a conversation. She believes that 
education is an important tool in facilitating these kinds of outcomes: 
I think you develop ... the skill in presenting yourself critically. Or not critically, 
nicely. Presenting yourself in a way, uh, that is acceptable for a society to 
communicate Like, if you ... see someone from Dandenong arguing about 
pohtics, they would kill each other, from my country or something. You know, they 
don't even argue, because they don't know how to argue They have their 
opinion, that's it. See, that's why I'm saying [to] you, if these people really were 
concerned about education, they would maybe leam they're ... wrong . . . that they 
have to find a middle [ground], that you know.. .. and maybe in a nicely presented 
view. And that's why I can't talk to these people. I have many friends. I have even 
Serbian friends. And I just, uh, come to hate them because of the way they talk. And 
because of the things they say. You know? They ... they're not nice. They're just not 
nice. And they're totally wrong ... not necessarily in experiences, you know, what 
they experienced, but how they see their experiences' (Jasmina). 
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The distinction drawn by Jasmina between the integrity of an individual's experience, and 
their capacity to make meaning of it, is powerful. She doesn't deny that individuals will 
have different perspectives, but she sees a role for education in building skills so that 
individuals can communicate, express, and negotiate those perspectives. 
Education was imagined by each interviewee as being capable of interrupting 
prejudiced attitudes; that is, attitudes premised on racism, sexism, discrimination, and 
terror. For example, Nasrin spoke about the influence on her of a high school teacher who 
built her knowledge of international relations. Nasrin also spoke about the way in which 
knowledge gained from one other university classes about sex and gender based 
oppression equipped Nasrin for conversations with family and friends. 
Hodan explained violence and terrorism as a product of poor or little education: 
As you know there is all this .... terrorism that is going on. It's all lack of education. 
That's what it is. Lack of education (Hodan). 
In the eyes of these interviewees, 'development of the self through education was 
seen as a path to creating greater consciousness of social justice; of building human rights 
and justice; and of building qualities important to human relationships, such as empathy 
— especially in the context of economic rationalism. The following quotations from 
Jasmina and Parze illustrate this humanising role for education: 
The purpose of education is] to make themselves ... to make people more human, 
like, in their approaches; in their future decisions. To take this possibility of others .. . 
it doesn't matter if they are business or IT specialists, or whatever they do. You 
know? Not to do it always on the cost of others' (Jasmina). 
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I can talk with her [my daughter] and I can discuss with her. She's caring, she's loving 
people. This, I think the education has taught her (Parze). 
Each interviewee understood herself to be intrinsically connected with 
community. These 'communities' included family, local ethnic communities, education 
communities, work communities, friends, and 'society' at large. In the attainment of 
qualifications, the development of skills, or the building of knowledge, the women saw 
themselves as important contributors within these communities. Nasrin's comments 
below illustrate the nature of some of this work: 
So, like, I have to go tonight and tomorrow night and help in the community with a 
report. And then I write letters that I have as cover pages So I try to help the 
community in whatever capacity I can (Nasrin). 
Individual women's contributions included filling out forms, research, advocacy 
and advice for community organisations and extended family. I observed that the 
interviewees making these contributions were cogniscent of the social, cultural, and 
linguistic capital they had to bring to building bridges between themselves, their 
communities, and mainstream organisations and groups (Bourdieu 2006). Semira noted 
that this capital was not always recognised by the community at large, especially in the 
world of paid work: 
Someone who comes from Malta, who lived in Malta for sometime, and maybe in the 
refugee camp for sometime, and coming to Australia, they've got a huge experience 
and expertise and knowledge to be able to bring it back to Australia and work with 
their own community and other communities (Semira). 
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In short, the interviews made clear that, in different ways, all of the interviewees 
saw 'development of the self as an inclusive ethical strategy with benefits for 
individuals, families, communities, and society at large, rather than an exclusive politics 
of individualism. Fadzai's quotation below is illustrative of the way in which 
interviewees understood that developing themselves could have multiple beneficiaries: 
If you're a youth worker or a social worker, and you help a young person in crisis, 
with homelessness or whatever - you get your salary and you still get that extra 
reward of- ah, that person is at a better place because I helped them' (Fadzai). 
I have established here that self development was important to interviewees, and 
that they had complex understandings of the ways in which this development could be 
put to use. I will now turn to the concept of 'knowing the self which Foucault (2000b) 
has argued is important to 'developing the self. 
Knowing the self 
In Chapter 3,1 explained that Foucault (2000b) theorised 'knowing the self as 
functional to 'caring for the self. Ongoing practices which increase knowledge and 
understanding of oneself are necessary if one is to properly develop or care for oneself. In 
these interviews, participant comments illustrated that coming to 'know the self was 
pivotal to 'developing the self towards one's potential. Six women spoke directly to the 
topic of knowing oneself as a prerequisite to shaping personal and professional future. I 
have drawn on quotations from three participants to illustrate this important link: 
[Education] gives you your dreams. Who you want to be (Hodan). 
Education is important to be able to know yourself as a person (Semira). 
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the girls, they can go to school. There's lots of opportunities for them to learn ... to 
make them more powerful and they can know themselves as well (Afschineh). 
In the accounts of 'knowing the self given by six of the women, education 
appeared to facilitate important, compounding goals. First, it was the site through which 
'knowing the self was made possible; that is, participation in education helped facilitate 
an increasing 'knowing' of the self. Jasmina's comment below about education 
providing the basis from which to 'deal with your opinions' illustrates this link between 
education and the sorting out of one's mind or self: 
I see education as . . . exercise for your brain .... providing you with objective 
knowledge on which you can, you know, deal with your opinions (Jasmina). 
Hodan went so far as to assert that the facilitation of any other goals and objective 
was functional to the achievement of this self-knowledge in education: 
Because, however much education .. .however much you have, if you don't 
understand yourself and you don't accept yourself for who you are, then you can't 
make much of [a] . . .contribution to anyone's life (Hodan). 
Equipped with an increasing 'knowledge of themselves', individuals were then 
enabled to make more informed educational choices, facilitating greater opportunities for 
'development of the self. Hodan's quotation below illustrates the linking of these 
compounding purposes: 
It's [education is] the basic necessity of every human being. And once you don't have 
that, you don't you don't really know what... who you are or what you are. So, 
hopefully, I will one day - achieve my dreams and goals. I'm not really sure how to 
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go about it at the moment. But I think I will try and do something different to those 
girls back home OHodan) 
Without participation in education, Hodan asserts 'you don't really know who 
you are or what you are'. She identifies this self knowledge as pivotal to the attainment of 
her dreams and goals. In this view, self knowledge enables better or relevant self 
developmental (including educational) choices; 'knowing the self is important to 
mapping action for one's future. Cecylja drew similar links between facilitating a 
growing self-knowledge, which led to educational choices which could facilitate her 
goals of self-development. A s Hodan summarised it, education is necessary, 
to give you ... an understanding of what you really want from life (Hodan). 
Semira and Hodan drew an important link between 'knowing the self and helping 
others realise their potential. In Semira's words, 
If you know what you can do, you will be able to assist others, what their potential is 
and what they can do, because you've seen it in your own terms (Semira). 
Semira's modifier here — 'in your own terms' — is particularly powerful. 
'Knowing the self is regarded as a pre-condition to being able to help others, rather than 
a goal tangential to it. From this perspective, regard for the self— inclusion of the self, 
centring of the self— is a non-negotiable part of a broad array of goals. This stands in 
stark contrast to what Foucault characterises as the general 20th century pre-disposition to 
leam about or know the self as a redundant goal in itself. The practice of 'caring for the 
self requires a continuing commitment to building 'self-knowledge' in the service of 
individuals and their communities. 
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The role of experience - especially the refugee experience 
Comments made by each woman indicated that education had provided her with a 
means for processing certain aspects of identity and life experience, particularly as they 
related to the refugee journey. The discussion illustrated that their study pursuits had 
provided avenues for reflection on the nature and meaning of their experiences. In my 
observation, disciplines such as sociology, psychology, cultural studies, and international 
relations were valued because of their capacity to help participants think through or 
explain aspects of individual or collective behaviours associated with the refugee journey. 
The second influence of their life experiences was on vocational choice; that is, I 
observed a link between aspects of the refugee experience and the vocational paths 
mapped by these women through study. I will now draw on examples to illustrate this 
role for education as (a) a mechanism through which individuals could process aspects of 
their experiences (come to better 'self-knowledge') and (b) an influence on vocational 
choices arising from that self-knowledge. 
International Relations was described by Jasmina as helping her come to terms 
with the Bosnian conflict: 
My thirst for knowledge shifted a little bit - from the arts. It shifted because the war 
brought some other unrest in my soul, which I had to deal with. And how I was 
dealing with it is through learning. I have to know everything about this war. I have to 
know everything about any war, about everything about the people, about the 
refugees, you know? I had to explain my situation. If I was in my country, I would 
never have studied this (Jasmina studied Psychology and International Relations in 
Melbourne). 
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In the following quotation, Jasmina draws a powerful link between participation 
in education and making sense other experiences; here, education is understood as a 
medium that might help build self knowledge: 
For me, education was my only way out of everything. Hatred first, because I had to 
deal. . with issues of hatred. Towards certain people. I have Serb friends. But still, I 
had to deal with issues of hatred. How am I to continue my living? So in a way, if I 
could explain war to myself- why? How? Tactics? Strategies? Who took part in this 
war? Who are these people? You know . . . then I can deal with my hatred. It was for a 
long time a driving force in my life - a negative one. So I had to fight with my hatred 
first, to be able to function normally, or for example, to talk to you normally now. Not 
scream . . you know what I mean? And to tell you the truth, through this course [a 
degree in International Relations], I really kind of learned to deal with my emotions 
(Jasmina). 
Cecylja's pursuit of a thesis on the experiences of Polish migrants provided an in-
depth perspective, beyond her own experience, on the effects of settlement in Australia 
on the local Polish community: 
I liked the idea that I was a migrant, and that I was going to study in that multicultural 
area so I got interested and decided to enrol in a Master's degree, which .. . 
there was really nothing else to it other than my interest in how they [migrants from 
my home country] kind of settled' (Cecylja undertook a Master's Degree in 
Multicultural Studies in Melbourne). 
Karolina and Jasmina both explained their choice of psychology as a means of 
understanding the causes of discriminatory attitudes in people and mechanisms for 
engaging with or ameliorating these. 
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In stories told by Jasmina, Nasrin, Karolina, and Afschineh education was 
described as an important means through which one might leam about people, politics, 
and society generally — including situations of conflict from which refugees escape. I 
draw on the following excerpts from Nasrin's interview to illustrate this phenomenon: 
one teacher who was a practising lawyer but then became a teacher and he was 
teaching law and our school was one of the first public schools to have international 
studies as a subject. ... He introduced us to Australia's foreign policy and he also, 
because he defined the whole course himself... we learned about Indonesia and 
about Islam, we learned about the Palestinian/Israeli conflict. ... so learning about 
international affairs is interesting for me, so I enrolled in that class (Nasrin)' 
Not that I think people who don't get an education are stupid, or something like that, 
but when things are happening in the world and I have an understanding of why they 
are happening because of the theories I have learnt in a tute one day, or because of a 
conversation I had with a lecturer who is a great intellectual, I'm really happy and 
things make sense for me because of the education that I got. (Nasrin). 
In the case of each woman, I could observe a link between her experience and her 
vocational interest as expressed through study. In addition to carrying personal meaning, 
these choices also had benefits for society; vocational choice in these interviews 
illustrated a strong concern for community and social justice. Parze, for example, 
undertakes counselling work with migrant and refugee women: 
I want[ed] to do something about refugee women in Australia, like, as a refugee 
woman, what I want to prove actually .... I finished my Masters on the topic ... 
. It was the counselling needs for refugee women and the psychological effect of new 
country settlement and how education helps (Parze). 
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Cecylja's desire to complete a higher degree in multicultural studies was 
significantly informed by her own interests and experiences, including the unhappiness 
she felt about being trapped in factory work after migration: 
And I just felt out of place. You know, here I was this unhappy creature all of the 
time. Never satisfied, you know? Always wanting something better. And I just 
thought -1 probably thought on many occasions T wish I was like them [the other 
women in the factory], and just kind of, not expecting much'. Obviously, it wasn't for 
me, and I just brought sort of, big ambitions and kind of aspirations for myself 
(Cecylja). 
Cecylja has undertaken scores of small courses which, in addition to building her 
knowledge, have facilitated an understanding other own interests. Hodan's story also 
reflected the deep connection between experience and educational choice. She described 
her first four years in Australia as reclusive. Disconnected from the broader community, 
Hodan lived in fear of the unknown; of having her identity as a Somali/ mother/ Muslim/ 
woman swallowed up by an unknown set of normative Australian cultural and values 
imperatives: 
it wasn't about anybody. It wasn't about anything. It was about — I was afraid. That 
was what it was. I was afraid and I was living the fear. And once you're living in fear, 
you're living in your own cell (Hodan) 
Some comments made by her four year old daughter triggered Hodan to recognise 
the environment of fear in which she was living. Hodan explains her daughter's 
comments as a turning point after which she decided to build some 'social bridges' (see 
Chapter 8) in order to learn about the new country she was living in. These experiences, 
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and the impact of September 11 on perceptions of Muslims in Australia, led to her 
interest in cross cultural education. 
Fadzai was studying youth work to which she felt she could bring the asset other 
experiences as a young refugee person, while Hodan has used her Social Work degree to 
obtain work with youth who have faced similar circumstances to her. Semira's 
counselling degree was undertaken with an explicit desire to provide educational and 
relationship support to refugees, especially refugee women. Afschineh completed a 
Bachelor of Arts to facilitate passageway into a Bachelor of Social Sciences, with the 
articulated goal of helping women in migrant communities. Cecylja, Nasrin, and Semira 
worked in roles where there was a direct relationship between the communities they were 
serving and the relevance of their own experiences to offering support and services. 
Participation in the interview was described by some, such as Karolina and 
Jasmina, as providing a forum for reflection upon themselves and their identities; a place 
in which they built greater 'self knowledge'. All participants understood the interviews as 
constituting a social contribution. Parze, Hodan, Afschineh and Fadzai articulated this in 
discrete terms, wanting their experiences to count for something in improving the lives of 
others: 
I want[ed] to do something about refugee women in Australia, like, as a refugee 
woman, what I want to prove .... actually .... I finished my Masters on the topic . .. 
. It was the counselling needs for refugee women and the psychological effect of new 
country settlement and how education helps (Parze). 
what I want to do with my education is end up using that education not only to serve 
myself but to serve my community. And those who are disadvantaged (Hodan). 
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Having reflected on the relationship of 'knowing the self to 'development the 
self or 'caring for the self, I shall now turn to a 'technique of the self which emerged as 
meaningful during the interviews. In Chapter 3 I described a number of 'techniques of the 
self which Foucault (2000b) considered useful to building a 'knowledge of the self. 
Through feedback provided by some interviewees, I came to understand 'engaging with 
others' as one 'technique of the self. 
A 'Technique of the selP — 'Knowing the selP through social engagement 
The concept of education being a social endeavour was emphasised by all of the 
interviewees. Numerous comments, some of which are reproduced below, emphasised 
institutional education as an environment where students could learn from one another, 
and where ideas could be refined through individual or group engagement: 
so I think .. [it's not just] the content of the lectures themselves, but also just the 
environment and the people that teach you I just find that universities are very 
awareness raising (Karolina). 
school, it's also like a social life. You leam from other people and you give to other 
people (Parze). 
You are part of a group. That's number one. You learn from some sort of an expert, 
because after all, people have to have some knowledge to be teachers or community 
educators. [You also have the] opportunity to meet people (Cecylja). 
But some of my friends started together and we did the Community Development and 
they were very supportive. We did the same things Bachelor of Arts together at St 
Albans, and they were the ones helping me as well... (Afschineh). 
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But a large part of it has just been . . . meeting other like-minded people, like the 
people in [my research interest group] (Karolina). 
These quotations illustrate the emphasis made by participants on the importance 
of'conversation'; of social engagement as a fundamental relationship through which 
learning takes place: 
What appears to be of special value is that these conversations take place in an 
institutional environment with others who have a shared interest in learning. In such an 
environment, students have access to the wisdom or knowledge of recognised experts 
such as lecturers, and to the breadth of opinions brought to discussions by fellow 
students. In the following excerpts, Nasrin, Hodan, and Karolina emphasise the 
importance of these conversations which take place in the learning environment: 
to have interesting conversations . . . and to learn from my tutors and to leam from 
my lecturers, and to have that dialogue about things that you couldn't kind of have 
with every day people .. (Nasrin) 
to leam not only from books and from the journals that I read and by doing 
assignments, but to have the intellectual conversations with people (Hodan). 
For me, I love going to lectures and learning what other people have to say about 
things and just getting that broader perspective (Karolina). 
I wish to argue here that these 'conversations' — dialogue with the teacher, 
authors (in texts) and other students — can be understood through descriptions provided 
by various interviewees, as a technique of 'knowing the self. 
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Engaging with others' opinions and views of the world — similar and different — 
was seen to help the individual learn better to 'know herself; to distinguish who she was, 
what she thought, and why she might think it. New ideas, opinions, and information were 
used as a springboard from which to consider one's own views and place in the world: 
it [education] helps me clarify why I think what I think and backs it up a bit more and 
it helps me just to have that knowledge so that if I discuss it with someone else I can 
be aware of the different points of view . . . (Karolina). 
Of importance to Karolina in this quotation is understanding 'why' she thinks 
what she thinks, in order for her to represent herself in dialogue with others. This process 
of engagement helps her to 'know herself better; however its benefits extend beyond 
personal knowledge. While coming to know the self through this process, one is also 
commensurately coming to know 'others'. 
Knowing the self as a process for building bridges with 'others' 
In addition to helping understand and distinguish the self, the practice of engaging 
with other ideas and views was seen as equally valuable to the task of making 
connections. All interviewees made connections between one's exposure to new ideas 
and alternative perspectives and the opening up, changing, or enlightening of one's mind. 
In the quotations below, Karolina and Nasrin talk specifically about 'open minds'. 
Karolina describes 'open minds' as important to civil society: 
In a civil society, education is like a mind opener - it allows you to engage with each 
other and hear different points of view (Karolina). 
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One of the things I like at uni is that it can be a mind opening experience, some of the 
things you don't know about can really really shock you. But in a good way. So for 
young men who are for example very anti women and very anti feminism, to be in a 
class that's on gender development that's what I see the point of education (Nasrin). 
To summarise my point, an educational environment was seen to provide material 
for the individual to reflect about herself, in order to facilitate an evolving and growing 
sense of who she was amongst others and who others were against/with her. This 
'technique of the self can be understood through interview feedback as an ethical 
practice that serves both individual and community; that is, coming to 'know the self 
through engagements with others is an act of ethical subjectivity. 
Having now argued that 'care of the self is a useful framework through which to 
understand interview feedback, I should now like to outline some of the socially 
beneficial activities that the women imagined 'care of the self might eventually facilitate. 
Caring for the self and contribution to the polis 
I have argued that 'caring for the self is an act of ethical subjectivity in which the 
individual, like a work of art (Foucault 2000b, p.235), develops herself in what 
constitutes a contribution to the polis. I would now like to draw on material from the 
interviews to illustrate the ways in which it was imagined education could be used to 
develop individuals towards socially desirable goals. The link between the personal and 
the political, between the education of individuals and the ways in which it might 
improve or benefit the social fabric, was illustrated in stories about the women's own 
lives earlier in this chapter. I have framed the feedback in this section in relation to two 
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headings; education is seen to be capable of bringing about 'Critical consciousness and 
transformative social action' and 'Advocacy Skills for Community'. 
Critical consciousness and transformative social action 
All of the women in these interviews exhibited levels of critical consciousness 
about social issues and positioned themselves in relation to those issues. Jasmina and 
Hodan, for example, made both explicit and subtle criticisms of greed: 
Not everyone's success is money. For me, if I am really successful in life, is if I can 
make a difference to someone else's life. Like, go back home now ... Money [she 
laughs out loud] would be good really, yeah, it does a lot... it will help you along the 
way. I mean, I would go home and I would make - build a school for the girls and 
given an education, basically (Hodan). 
Fadzai spoke explicitly about her views on poverty: 
Poverty is what kills me every time. I don't like to see people unhappy and I don't like 
to see people in situations where they can't help themselves (Fadzai). 
All of the interviewees articulated an understanding of gender and race 
discrimination, often based on their own experiences, and the experiences of others close 
to them or in their communities. Through their stories, I observed links between their 
perspectives and elements of the refugee journey. In the following example, Nasrin is 
seen to rail against the injustices she observed in the classrooms other home country: 
I remember at school a lot of the girls who were Eritrean and Ethiopian got teased and 
bullied constantly. Regardless of how smart, they were made to sit at the back of the 
room. I remember very well, I used to have a lot of fights at school with so many of 
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the girls because they picked on them, and I would go and sit at the back of the room 
with them (Nasrin). 
Education was understood by each interviewee as one useful means for addressing 
these social justice disparities. In particular, as described in Chapter 9, it was understood 
that education had the potential to 'open minds'; having an 'open mind' was an important 
condition for creating critical consciousness about social issues. The antithesis of open 
mindedness is people who make narrow judgements and decisions based on lack of 
knowledge, parochial perspectives, and uninformed biases. Jasmina, for example, 
described education as important to combating the kinds of attitudes which led to war in 
her country: 
[Education helps people to think] with their heads, and you know, getting out of these 
closed environments. Like closed cycles .. . Regardless ethnic, national, racial, cos I 
think, you know, I ... in a Utopian world I think everyone would be really the same 
(Jasmina). 
An open mind describes a state in which an individual is prepared to challenge her 
own perspectives if the information and data show differently; it also signals a capacity to 
see things from another person's point of view. The condition of being 'open minded' at 
some level, and building critical consciousness, are indelibly linked, as the following 
excerpt from Fadzai illustrates. In a classroom of colleagues who do not appear to have a 
'consciousness' about the impact of the refugee journey, Fadzai positions herself as 'the 
other'. She identifies herself as a refugee in order to try and 'open the minds' of those 
with whom she is studying. 
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In one of our classes w e were talking about migrants and refugees you will be shocked 
by some answers, you know, they have, and their mentality ..' [They use terms like] 
'these bludgers' and this.... So, eventually in one of the classes I said 'Look I am [a] 
refugee as well' and they go 'Really?' And then they go 'But you're different,' and 
I'm like 'But that's exactly the same thing. All those people if you get to know them . 
. . of course I am not saying everyone of them is great, of course there are some who 
try to beat the system, but people like that in any society, regardless if you are a 
refugee or you know ... for people try and get the dole who have been bom and bred 
in Australia So I think that when people are refugees people tend to sort of 
use/paint everyone with one brush . . . .(Fadzai) 
The importance of education to consciousness raising was evident in many other 
stories from these interviews. For example, in the next series of excerpts, Nasrin speaks 
to the benefits of education for securing women's freedom: 
I think education for women is good ... it gives you so much information and it 
allows you to see things differently and it gets your brain thinking, you know? One of 
my girlfriends, her boyfriend just recently started to [sic] me 'you're like a lawyer, it's 
because of what you study at school all this stuff about rights and this stuff about 
women and things and you're corrupting my girlfriend. I don't want you to [be] 
hanging out with my girlfriend,' he says to me. And I say 'Why?' He says 'Since she 
met you, all she talks about is women's rights and she wants to come and hang out 
with my friends and she wants to talk politics and she doesn't know anything about 
politics. It's that crap that you put into her head.' And I said to him, 'You are with a 
very intelligent woman. Do not underestimate her intelligence and her ability to have 
an intellectual conversation with anyone.' Because beforehand he always used to tell 
her not to speak in front of people (Nasrin). 
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In order to change dominant negative attitudes about gender, Nasrin considered 
that education for both men and women was necessary: 
One of the things I like at uni is that it can be a mind opening experience, some of the 
things you don't know about can really really shock you. But in a good way. So for 
young men who are for example very anti women and very anti feminism, to be in a 
class that's on gender development that's what I see the point of education. (Nasrin). 
Nasrin described the kind of approach that she or others might take in her 
community in order to raise consciousness about women's issues: 
I will talk about women's rights and why is it important for women to go to study and 
be empowered and not to be at home 24/7 and how women's economic participation 
can be good for their husbands and for their marriage because it relieves the man of a 
lot of his financial hardships because husband doesn't have to work as much and he 
can spend more time with his family if she is able to go to work (Nasrin) 
The relationship between education and facilitating transformative social action is 
complex. As described in Chapter 2, education can facilitate conditions of discipline and 
reproduction (Foucault 1995, Coyne 1996) and of contestation (Freire 1993, Said 1998, 
Spivak 1988). In this I am reminded of Foucault's (2000b) view that certain 'techniques 
and practices of the self can fulfil both objectifying and subjectifying roles (McLaren 
2002). While there are 'technologies of power' that can subject the individual to 
normalising practices and 'technologies of the self that can cultivate or constitute acts of 
freedom, some practices, such as confession, are capable of undertaking both roles at the 
same time (McLaren 2002). They reproduce current dominant relations of power at the 
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same time as they create the conditions for contestation of these. Education also operates 
in these multiple ways. 
A recognition that education can facilitate both possibilities and limitations, 
seemed more evident in comments made by the longer settled and more experienced 
women participants. Semira, for example, noted that education was both enabling and 
limited in what it could facilitate for newly settling refugees. In a post interview 
communication with me, Parze articulated a view that more practical policies and 
opportunities needed to accompany access to education for refugee women. Cecylja 
understood that education was not the 'only' way to facilitate opportunities in a new 
country; but she saw it as a 'safe' way. 
Upon reflection, it would have been interesting to explore with participants their 
views about the 'dual' role that education can play; education's limiting as well as 
transformative capabilities. An interest in this issue arose for me as I read further into the 
interview transcripts. For example, note the following comment from Fadzai about the 
relationship between education and the Utopian goal of liberation in Africa: 
The other thing education does - it's development as well. If you look at the resources 
that you find in Africa there is heaps. But then people are not educated enough to 
think 'look, if w e start manufacturing industry, we create employment, we do this and 
this and this, the country develops, the economy booms'. People just think 'ah, we 
mine, w e put it in a truck, we ship it, it goes somewhere else', you know what I mean? 
So I think that's lack of education . . . (Fadzai). 
On the one hand, Fadzai is motivated by a desire to see Africans exercise 
sovereignty over their own resources and labour. More to the point, she is concerned 
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about attitudes amongst her fellow country people that inhibit them from considering self 
governance and management as possibilities. Fadzai describes education as central to 
raising consciousness amongst these workers. Having noted this, Fadzai's view of 
liberation is heavily influenced by dominant, British colonial perspectives on education 
and capitalist economics. She aspires to education for her fellow country people in order 
for them to achieve in the current dominant social hierarchical model. Such a perspective 
is filled with contradictions. 
I have raised the issue of education's competing functions here, not to detract 
from the importance placed by participants on its role in facilitating critical consciousness 
for social action, but to illustrate that the link between these two things is not a simple 
proposition. While it feels dangerous (Foucault 2000d, p.256) for me to critique 
education because of my desire (and the desire of interviewees) to focus in an 
unreconstructed manner on its transformative possibilities, I have also reasoned in 
Chapter 3 that it is in spotlighting the hidden corners of our desires that we might find 
greater possibilities for change. 
Advocacy skills for community 
Each of the interviewees made some reference to the importance of skills gained 
through education for supporting and building community, for helping others, and for 
'giving back'. Like the comments of Karolina and Afschineh below, all interviewees 
expressed some sentiment about helping others: 
just doing stuff that ... I feel somehow hopefully in some small way also helps 
someone else (Karolina). 
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I want to be someone helping other people (Afschineh). 
Jasmina was explicit in linking the notion of helping others to a concept of 
standing up and taking action: 
To be able to stand up against something. To be engaged (Jasmina). 
Semira spoke of the importance of education for future women leaders, and 
Fadzai emphasised the importance of education for building self sufficiency in 
communities. The value of an education to migrant communities was strongly 
emphasised. Nasrin, Parze, Semira, Fadzai, and Afschineh all said that their educations 
made them the source of enquiry and support amongst members of their families and 
communities. Afschineh's comment below illustrates the degree to which the poorly 
educated are likely to depend on others in their community for survival: 
it's good, in a way. Everyone is educated and everyone knows what to do. And even, 
you can have a problem, and I can rely on .. . my husband because they're educated -
or I can get the help from my family, if they are educated, but if they are not educated, 
it is really hard to rely on people as well (Afschineh). 
A range of skills were necessary to undertaking advocacy and community work. 
Participants described letter writing, the capacity to articulate an informed and 
independent point of view, and the ability to debate. They spoke of organising and 
community development skills. Afschineh, for example, described some of the activist 
and educational work she did in a refugee camp, creating a sense of community, which 
she and her husband found hard to leave when coming to Australia: 
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I have lots of photos from the Camp - w e organized a lot of programs for the refugee 
people, — we do lots of demonstrations, rallies, hunger strikes in front of the United 
Nations . . . helping the other refugees' (Mschineh). 
In a similar way, Hodan commented on work with her local council, building 
understandings about her religion within the local community. 
Hodan: After September 11 happened ... so many people got into trouble 
with the hijab, you know. 
Interviewer: Yeah 
Hodan: So we felt that it is the responsibility of us women, Muslim women, 
to educate the wider community. And with the help of Councils we 
got [funding]. I'm not the one who's actually doing the program, but I 
volunteer. 
Interviewer: Yep. 
Hodan: So they got a grant from the councils to promote this, um, program 
Interviewer: Right 
Hodan: And recently I did it at [Melbourne Suburb Community] Centre, 
where, I work there, as a volunteer. 
Interviewer: Oh right 
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Hodan: Yes, and I uh, suggested the program, and they accepted it. And it 
was amazing. People really really thought of it as.. . now we 
understand. Because we get to talk about why we wear the hijab. And 
uh, how we're not so different from any other women. We're so much 
alike, in so many things. It's only the faith, and the difference or 
religion. That's all. But other than that, you know, at the end of the 
day we're all the same. W e have all the same needs and the same 
feelings . . . 
Hodan, Fadzai and Afschineh placed an emphasis on bigger picture community 
goals in the home country. Below, for example, Hodan explains her desire to see the 
education of girls improved in her home country: 
I would go home and I would make - build a school for the girls and give an 
education, basically (Hodan). 
All of the comments above reveal various connections drawn by the interviewees 
between development of themselves (and other individuals) through education and the 
ways in which the knowledge and skills from this process can be used to advocate and act 
with and on behalf of marginal groups, commonly their own communities. Each woman 
relayed stories about ways in which she had already, or was in the process of, putting 
skills to work for the betterment and support of others. Each woman spoke about the 
exercise of these skills in relation to different types of communities. Afschineh lent 
support to others while in the refugee camp. Nasrin wrote letters on behalf of her local 
cultural community in Australia. Hodan spoke about educating girls 'back home', while 
Fadzai also talked about the importance of education for raising consciousness and 
effecting change in her home country. These stories reveal the intrinsic relationship 
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drawn by w o m e n between the development of individuals and benefits at both an 
individual and societal level; these benefits relate especially to changing the conditions 
that reproduce marginality. 
Conclusion 
In this chapter I have used Foucault's (1990c) 'care of the self as a framework 
through which to explore participant feedback about the role of education in facilitating 
important personal and social goals. Specifically, 'development of the self was 
understood as having benefits for both the self and others. Through this theoretical lens, 
an individual developing or 'caring for the self is an individual better equipped to make a 
contribution to the polis. Foucault (2000b) has explained that 'knowledge of the self is 
important to any 'development of the self. One important technique of self knowledge 
visible through interview feedback was individual reflection upon engagement with 
others. The women used engagements with others to reflect on their own perspectives, to 
shape 'knowing of themselves' and as a means for building social bridges. 
These participants saw education's role in development of the self as important to 
facilitating 'critical consciousness for transformative social action' and 'advocacy skills 
for community'. I explain that an emphasis on these liberatory possibilities for education 
should not be taken to mean that either I, or the interviewees, held an uncritical view of 
education's purposes. I point to the fact that amongst the longer settled and mature 
participants, various comments illustrated a consciousness of both the benefits and 
limitations of education as a practice of freedom. 
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Having emphasised the point that the w o m e n saw the service of the self and 
others as thoroughly reconcilable — indeed more than this, complementary —goals, it is 
important to note their recognition (and mine) that achieving such goals is not a 
straightforward task. The pressures of life as experienced through the discourses of 
family, community, the media, and friends mean that the juggling act for these women 
was often intense. Hodan's comment below illustrates the tensions inherent in such life 
balances: 
So I studied really hard last year. I was sleeping four hours a night because I was 
working . . . and [studying] full time as well, and I had a lot of community 
commitments. So like I have to go tonight and tomorrow night and help in the 
community with a report. And then I write letters that I have as cover pages.... So I 
try to help the community in whatever capacity I can (Hodan 25). 
At interview, each of the women was grappling with her own ongoing issues 
around career and work choices, family, community, and self. This active struggle was a 
project in motion — the manifestation of agency through continuing thoughtful and 
engaged struggle with the circumstances, opportunities, and choices presented to and 
created by her. 
The discussion in Chapters 9 and 10 paints a complex picture of the women as 
educational and social subjects. These findings have particular implications for policy. In 
Chapter 11 I re-iterate the nature of my concerns about representations of refugee 
women, review the contribution of each chapter to my exploration of this problem in 
policy, summarise my findings, and present a series of conclusions in relation to those 
findings. Principal amongst my conclusions is a view that, in order to self-author, refugee 
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w o m e n must be recognised by sites of education as self-authors; in order to self-actualise, 
refugee women must be recognised, not as problematic social policy subjects, but as 
subjects of potential. 
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CHAPTER 11 
CONCLUSION 
Introduction 
Without education, I think, you cannot be .. . you just exist. You can't have a life. 
You just — you exist. And you're not living (Hodan). 
My social justice concern in this thesis has been to explore and contest negative 
and limiting representations of refugee w o m e n in education policy because such 
representations can have immediate material effects for those w o m e n (Foucault 1980, 
p. 193). A concern for social justice inspires action, not because it is attainable in the 
sense of an Enlightenment style goal but because, after Choules (2007, p.463), it engages 
the 'optimism of the spirit'. With this optimism of spirit, w e seek improvements to the 
material, psychological, spiritual, and social lives of disadvantaged groups, in addition to 
privileged groups whose lives are also psychologically, spiritually, and socially enhanced. 
To do this, w e must understand the reasons for social inequality, the ways in which the 
causes manifest themselves, and possible means of ameliorating or shifting them. 
Positioning my social justice concerns in a feminist, post-structural framework (St 
Pierre 2004, McLeod 2008), I used this thesis to examine the role of representation in 
perpetuating social conditions of inequality for refugee w o m e n (Foucault 2002a). 
Refugee women's experiences and perspectives have commonly been invisibilised m 
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refugee policy environments, contributing to negative material conditions in their lives. I 
draw on Foucault's (1980) notion of marginal knowledges as a mechanism for 
interrupting these dominant representations. Feedback from my interviews with nine 
refugee women revealed that, rather than being the invisible victims as commonly 
portrayed in policy environments, refugee women are agents who author their own lives 
and actualise their potential in service of themselves and the community. For the women 
in this study, education was pivotal to the achievement of such goals. I shall now 
summarise the work undertaken in each chapter towards the fulfilment of this endeavour 
in the thesis. 
Thesis Review 
In Chapter 2,1 argue that representation is an important focus of social justice 
enquiry because representations of marginal subject positions in dominant discourses can 
have negative material effects (Foucault 1980, p. 193) on particular groups of people. I 
draw special attention to government policy-making as a site of representation because of 
the symbolic power of government in dominant political discourses (Bourdieu 1991) and 
the pervasive material effects of policy. In particular, through the work of Marston 
(2004), I explain that the subjects of social policy are commonly represented as problems 
to be fixed because 'effective' government responses to the 'problems' they pose can be 
used to increase government popularity and power. I draw particular attention to the field 
of education policy as a site of representational concern because education can confer on 
some participants a set of positive material effects (Finkelstein et al 2008) that are not 
available to those who are excluded from or marginalised within it. 
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In Chapter 3 I explain the importance of feminist and post-structural theoretical 
perspectives to m y framing of the research problem and possible responses to its 
exploration. Central to m y thesis endeavour has been the work of Foucault, and various 
theorists who have emphasised Foucault's benefits for feminism (McLaren 2002, 
Ramazanoglu 1993, Sawicki 1991), especially in the field of education (Luke & Gore 
1992, St Pierre 2004). I explain Foucault's (1980) analytics of power and his emphasis on 
marginal knowledges as useful for contesting dominant discourses. Further, I draw on 
other theorists after Foucault (1990c, 2000d) who are concerned with questions of 
education, agency, and the subject (Olssen 2005, hooks 1989), through which to make 
sense of m y own interview feedback. 
I crystallise my concerns about the representation of refugee women in Chapters 4 
and 5 through reference to certain macro and local level policy sites. In Chapter 4 I argue 
that, from an historical perspective, representations of refugee w o m e n in forced migration 
policy have rendered them largely invisible and marginal (Indra 1999, MacKinnon 2006). 
I point to dominant readings of the Refugee Convention as an example of the way in 
which refugee w o m e n are invisibilised (Macklin 1999, Charlesworth 2001, MacKinnon 
2006). Where refugee w o m e n have been visible, representations of them have 
emphasised victimhood, vulnerability, and other negative elements (Indra 1999, Johnson 
2006). I draw on representations of refugee w o m e n in western mental health services as a 
case in point (Gozdziak 2004). In particular, current policy and service frameworks 
appear to leave little room for working with the strengths and potential in refugee women 
(St Lukes 2009, Marlowe 2009). I highlight a bind for social justice researchers and 
policy makers of attempting to balance descriptions of refugee women's dire 
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circumstances without resorting to representations that cast refugee w o m e n in a unitary 
fashion as victims. 
I use Chapter 5 to explore local level policy in the Australian context. 
Specifically, I examine representations of policy subjects in settlement education, and 
consider the implications of these representations for refugee women. My interrogation of 
policy texts reveals that the main purposes of settlement education are to provide 
'functional' English in order to teach problematic policy subjects dominant citizenship 
values and prepare individuals for participation in work and mainstream social activities. 
Formulated in a migration policy climate of integrationism (Jakubowicz 2008), I raise 
concerns about the emphasis placed by this form of education on conformance with 
norms. Further I argue that, like the Convention, settlement policy appears premised on 
the notion of a universal subject that does not necessarily take into account women's 
experiences. I thus draw attention to the gendered implications of these representations. 
In Chapter 6 I place my concerns about representations of refugee women in the 
context of their lived experiences. Researchers with an interest in refugee women have 
criticised the absence of refugee women's perspectives and experiences from policy 
arenas (Martin 1991, Pittaway 1991, 2001; Indra 1999; Kelley 2001). The absence or lack 
of recognition of these experiences obscures the links between representations of these 
women and the material effects of such representations (Mayer-Rieckh 1993). I describe 
aspects of the refugee journey that have particularly gendered implications and consider 
the impact of these experiences upon refugee women's educational opportunities and 
settlement experiences. 
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In the methodology chapter (Chapter 7), I outline the details of m y approach to 
contesting dominant representations of refugee women in education policy. Using a form 
of snowball or purposive sampling (Minichiello et al 1990, p. 198), I recruited nine 
refugee women from different countries who participated in long, in-depth interviews. 
Influenced by an epistemological view that all knowledge (creation) is perspectival and 
partial (Foucault 1980, Reinharz & Davidman 1992), reflexivity has been important in 
my work, and is particularly evident in the methodology chapter. Reflexive activities 
include a critical review of my recruitment approach, choices I make with respect to 
research methods, and a consideration of pivotal issues relating to power and ethics in 
feminist work with refugees. I note, for example, difficulties I experienced with 
recruitment that caused me to reflect upon issues of trust, lack of resources, and cultural 
difference in research with refugee women. 
Of further importance in Chapter 7,1 argue that an engagement at the margins 
designed to 'shift discourses' is unlikely to occur when policy subjects are invited merely 
to comment on dominant policy categories (Bakewell 2008). Instead, I explain that 
engagements with marginal voices must be on questions of foundational ideas and 
dominant ideologies. If the discursive premises underpinning policy are not open to 
debate, and marginal groups such as refugee women are relegated to commentary on 
already formulated policy categories, then the 'common sense' of policy is left intact; that 
is, as Johnson (2005) has noted, the discourse or 'pre-debate consensus' remains 
untouched, leaving intact its negative assumptions about marginal groups. 
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In Chapter 41 make reference to new and emerging areas of research undertaken 
at this 'foundational' level; research in which an appeal to refugee voices, including 
refugee women's voices, has produced new and inclusive paradigms for the construction 
of refugee policy and resultant services (MacFarlane & Kaplan 2008, Marlowe 2009). I 
also note research concerned with exploring refugee women's subjectivities in 
educational contexts (Pittaway & Bartolomei 2005c, 2005d; Warriner 2003, 2004). 1 use 
Chapter 7 to explain the application of such principles in my own research, which entails 
the use of open ended interviews with refugee women. I draw on these women's voices in 
order to shape a discussion about education that is not formulated around dominant policy 
categories. I use the women's perspectives on educational purpose to explore their 
subjectivities. 
In Chapter 8 I provide an introduction to the interviewees, drawing especially on 
educational aspects of the women's life histories. I position this chapter as providing an 
introduction to the notion that agency is a visible aspect of these women's subjectivities. 
Chapters 9 and 10 contain a report upon and analysis of feedback from the interviews, 
which I shall turn to now in the next section entitled 'Findings'. 
Findings 
Interview themes 
My interviews with the nine refugee women provided fertile ground for a 
reflection on the questions of subjectivity at the centre of this thesis. In Chapters 9 and 10 
I explore three key themes that arose during the interviews —'quality of life', 
'empowerment', and 'care of the self. Under the heading 'quality of life' I speak about 
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the importance to the w o m e n of meaningful work, material safety and stability, and 
meaningful engagement in relationships. In my reading, these themes resonate strongly 
with refugee concerns about hope and the future that I describe in Chapter 4. 
'Meaningful work' means having the capacity to make choices about the work 
one takes on, such that it can provide a level of purpose, stimulation, fulfilment, and 
happiness. 'Material safety and stability' refers to a sense of stability brought about by 
education's capacity to facilitate qualifications that might lead to work. 'Meaningful 
engagement in relationships' refers to the role education can play in equipping an 
individual to fulfil, to the best other ability, life roles such as parenting, caring, or 
employment. While some of these purposes might be understood as instrumental (Coyne 
1996), the interviewees challenged normative and dominant understandings of 
educational purposes. By way of example, while all interviewees recognised an important 
role for qualifications in facilitating work choice, they contested dominant notions of 
'acceptable' professions within their communities and emphasised the importance of 
work as a means for facilitating meaningful personal and social outcomes. In-depth 
interviewing enabled these opportunities for understanding how participants contested, 
appropriated, and ultimately accepted or rejected elements of the dominant discourse. 
'Empowerment' was also a theme of importance to participants. 'Empowerment' 
is defined in relation to critical thought and action, which I discuss (in Chapter 9) under 
the respective headings of 'Capabilities for freedom' and 'Visibility and voice'. 
'Capabilities for freedom' (Olssen 2005) include critical thought, cultivating an open 
mind, making informed decisions, exposure to different perspectives, and a sense of 
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thinking through that ultimately allows an individual to better know or make up her mind. 
This 'knowledge', coupled with skills that they derive from education (like the capacity 
to write an argument, or speak publicly), facilitate the conditions necessary for the 
exercise of 'voice' (hooks 1989) and action. 
Of particular interest to me in interview feedback are the ways in which the 
women link the development and extension of themselves as individuals with the notion 
of a civil society and robust democracy . Civil society, peace, peaceful engagement with 
others, social participation, social justice, and social inclusion are described by various 
participants as important social goals. Foucault's (1990c) 'care of the self bears 
relevance to this aspect of the interviews as an analytical framework because the women 
believed that, in developing themselves, they were helping both themselves and society 
generally. 
Important to the theoretical concept of 'care of the self (Foucault 1990c) is the 
concept of coming to 'know the self (Foucault 2000d). During Chapter 10 I focus on 
'engagement with others' as one particular technique of coming to 'know the self. Many 
interviewees placed an explicit value on educational environments in which the 
expression of 'differences' is recognised as helping individuals to understand themselves 
271 should like to clarify here that none of these terms, such as democracy, was understood in a 
unitary way. For example, during one of her classroom interactions, Nasrin contested dominant 
understandings of democracy's worth and functioning in Western countries. This is not to say that she did 
not agree with or support elements of democracy and civil society. It is simply to make clear that in my use 
of these terms 1 am not representing a consistent or simple view of the terms. 
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and others. Nasrin and Fadzai, for example, relayed stories about heated debates in their 
classrooms over issues such as the arrival of asylum seekers or women's rights. These 
debates helped them better define their own perspectives, to articulate these, and to 
understand where the gaps lay between their own views and the views of others. This 
method of engagement facilitated a better self-understanding of and the conditions for 
building bridges with others. 
I consider these interviewee perspectives to be profound. They were in effect 
suggesting that the conditions for social harmony and cohesion might lie in better self-
understanding and the expression of differences amongst diverse individuals, rather than 
in forcing the conformance of outsiders with a dominant norm. The silence of marginal 
groups that often occurs with their representation in relation to dominant norms 
exacerbates the gap of misunderstanding between the dominant and marginal. Ironically, 
the very practices that proponents of conformance based migration policies consider 
necessary to social cohesion, may in fact impede the building of social bridges. 
Reflection on the relationship between participants and conclusions 
In Chapter 7 I drew attention to demographic details pertaining to the of 
participants in this study, who had received a certain level of education and were 
relatively active participants in Australian social life. I noted that such a cohort does not 
reflect the breadth and difference of refugee women's experiences. While I cannot 
possibly speak to the experiences of those women who were not present in this study, and 
I have already commented that such women may include many who are less privileged 
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than those I interviewed. I wish to comment on possible implications of this absence for 
the findings in my study. 
First, I cannot know how responses from women not included in this study might 
have impacted upon the findings. As reported in Chapters 9 and 10, those who did 
participate held sometimes differing views about what mattered most in the provision of 
education, for example some spoke at length about education and qualification, some 
about education and civic participation, and some about developing autonomy. However 
it was my sense, based on the feedback I received, that all of these women believed it was 
an essential right - perhaps a human right - that all individuals be conceived of by 
governments and service systems as having a certain potential. In practical terms, this 
meant that all individuals should have some rights in the development of that potential. It 
was a common view that regardless of circumstances, individuals should have access to 
an education that assisted in the facilitation of certain life development, that flowed from 
a recognition of innate potential in that individual. 
Neither I nor the interviewees in this study, can speak for all refugee women's 
intentions or desires. Further I am not suggesting that every refugee woman would want 
to 'care for herself or pursue study in order to 'develop' herself. In short, I do not define 
agency as the pursuit by all refugee women of choices deemed important by the women 
in this study. However, if we consider that the pursuit of important life goals (whatever 
they might be) and the development of the self should be a state open to equal enjoyment 
by all, then I would argue that at the very least, the conditions for realising some of these 
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goals must be available to all. In order to be available, it must be imagined that the 
pursuit of such goals is possible for all. 
Notwithstanding that as 'agents', some refugee women might not desire the 
pursuit of an education in order to develop themselves or realise life goals, I believe it is 
important that we contest dominant understandings of choice, especially in the case of 
subjects marginalised by dominant discourses. As Olssen (2005) has pointed out, the 
notion of absolute freedom is fictional, and some women's capacity to conceive of the 
possibilities for themselves and others is no doubt constrained by their circumstances, 
social, cultural, and material. The women I interviewed for this study made the point that 
it is sometimes difficult to know what is possible in one's life or to decide how one might 
like to develop, until some level of information, education, and confidence development 
has occurred. Their argument is that sometimes one doesn't know what one doesn't 
know. 
In short, we must be careful to examine how the notion of agency is connected to 
a particular concept of 'choice' as it operates in a society with power disparities. Is the 
slave, who has been bonded to the master for decades, making a 'free choice' if he 
chooses to stay? Is the woman who chooses sex work as a means of making a living 
engaging in a 'free act'. I don't dispute the answers to these questions are complex, 
however I believe that we need to consider how constraints operate insidiously as well as 
overtly. Thus, in relation to my findings, I argue simply that some themes in my 
interviews, while not strictly 'generalisable', have applicability for refugee women - for 
all women - in the general population. Primarily, that in order to better self-author and 
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develop ourselves, w e must be imagined as being capable of self-authorship and self-
actualisation. Such recognition includes equal access to tools and services, such as 
education, that assist with this self-authorship and self-development. It is not that the 
exercise of agency is not possible without these tools - but rather, that education might 
expand understandings of the possible ways in which agency can be exercised. 
Interviewee readings of the policy themes 
If 'representing the problem' sits at the heart of power struggles in policy making 
(Bacchi 1999), then it is important to reflect on the ways in which interview participants 
understood the 'problems' in relation to which they are commonly represented in 
settlement policy. As I noted in Chapter 7, commentary on these issues arose in the open 
ended context of our interviews; the interviews were not structured around these matters. 
English language 
I have never said, as is sometimes believed, or even suggested that lower-class 
children should not learn the so-called educated norm of the Portuguese language of 
Brazil. What I have said is that the problems of language always involve ideological 
questions and, along with them, questions of power (Freire 1998, p.74) 
This quotation from Freire reflects a concern I have raised in the thesis about the 
power which is implicit in articulating policy problems (Bacchi 1989). Freire contests a 
representation of himself as an 'anti-Portuguese' educator or that his education for poor 
people is an inferior version. He does not deny the importance of Portuguese; however he 
requires a conscious understanding of its ideological purposes and deployment. 
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It is clear from each of m y interviews, and the work of other researchers centring 
the interests of refugee women (Pittaway 1991, Warriner 2003), that learning English is 
an important aspect of settlement life. Notwithstanding its importance, I raise questions 
about the teaching of English — questions mirrored in Warriner's work (2003), for 
example 'Who is the marginal policy subject of English language teaching' and 'to what 
and whose ends is the English being taught'? In other words, is the teaching of English 
solely or mainly for the benefit of the refugee recipients or are there other, more 
important, reasons for the centrality of English language instruction in refugee education? 
The answer to these questions is by no means straightforward. 
Warriner (2003) noted short term, instrumental employment goals and the 
annihilation of language difference as being central to the functions of settlement English 
classes in her U.S. study. She contrasted this emphasis on English with a range of other 
goals that mattered to her interviewees, and criticised the notion of 'English only' as a 
means of achieving those goals. Like Freire, she did not deny the importance of English, 
but questioned the discourses that informed its centrality in teaching. 
The evidence provided by Warriner (2003) and Pittaway (1991), and the evidence 
from my own study, lead me to two observations about settlement and further education 
policy affecting refugee women. First, such policy should be informed by the purposes 
that matter to the participants and participant communities in learning English (see 
Chapter 9 for some examples). Second, there is an ongoing need for a critical 
interrogation of the meanings policy makers with symbolic capital in the dominant 
discourse bring to the teaching of English. 
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Social connection 
As described in Chapter 5, mainstream social participation is a core goal in 
settlement policy discourse. I have mentioned that events early this century (such as 
September 11, 2001, and race-based riots in Britain and Australia) sparked national 
debates as to the relative benefits of migrants connecting with each other and forming 
strong ethnic communities (social bonds) versus their making connections with the 
mainstream community more broadly (social bridges) (Modood 2005). Evidence 
provided in this study reflects the importance to the refugees interviewed of making 
strong social and cultural connections with both local and broader communities. 
I have argued that supporters of the concept of integrationism emphasise an 
apparent lack of conformity by refugee women with dominant social norms. Such narrow 
views fail to consider, and certainly fail to appreciate, what refugees and migrants are 
able to contribute to social participation. Based on the evidence of my study, the refugee 
participants value 'cross world' participation; that is, they value mainstream links, links 
with local ethnic community and family, and links with their own diverse circles of 
colleagues and friends. In Chapter 10,1 drew particular attention to the importance for 
interviewees of engaging with others in educational environments as a practice which 
helps both to define the self and build empathy and understanding for others. English 
language capability is critical to building cross-cultural connections. However, English is 
not sacrosanct in itself and should be regarded as a tool for supporting the individual to 
bring her 'self to relationships of equality with others, rather than as a mechanism of 
social control which mandates her conformity with a dominant norm. 
375 
Meaningful work 
As Chapter 9 revealed, meaningful work matters to the participants in this study. 
The role of any work across the course of a life of settlement, family responsibilities, and 
gendered discourses, is complex. Refugee women may not be ready to make career 
decisions in the first years of settlement, although they need the processes in place to 
begin the journey. Further, they may indeed want functional English and cultural skills to 
undertake work that they do not particularly desire in order to build economic security at 
the outset. More desirable work may come later after acquiring the necessary 
qualifications. 
It is my view, based on the evidence of the interviews, that long term and short 
term goals should be considered together. Indeed, new and more creative ways of 
mapping career pathways for women must be considered. The experience of Cecylja is 
illustrative. Unhappy with her factory floor job, but nonetheless tethered to it because of 
her limited English skills, Cecylja received advice from an academic friend that she 
should seek work in the office of the factory. Attainment of this office work assisted her 
to improve the skills she needed for further study and contributed to the improvement of 
her emotional health. In this story, while Cecylja was constrained by certain 
circumstances, her journey of self-actualisation was aided by the input of an academic 
mentor who recognised her as self-authoring and also recognised her as having potential. 
A creative solution was devised to balance her short term needs (income generation) with 
crafting a pathway towards her desired goals. Considering with a person the demands of 
her short term needs in tandem with her long term dreams seems an important thing to do 
at the very outset of an educational journey. 
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Contradictory representations 
The findings in my research enable me to comment on some of the problems I 
raised in Chapters 4 and 5 about negative, invisibilising, and ineffectual representations 
of refugee w o m e n in policy. The interviews paint a different picture of agency in refugee 
w o m e n than do the policy representations. I first noted examples of agency in the stories 
relayed during Chapter 8 about the women's educational lives. Some w o m e n used terms 
such as ambition, passion, and desire, to explain their motivation to action in pursuit of an 
education. At some point, all of the w o m e n worked within environments of significant 
constraint to pursue or continue their educations; I used these stories as a means of 
illustrating the different ways in which they had exercised agency. 
Next, the women's views on education illustrate a picture of subjectivity that 
propels any representation of them beyond a notion of conformance with norms in 
dominant discourses. The breadth of themes canvassed by participants, and the links they 
drew amongst purposes of education, illustrate a deep, thoughtful, and strategic view 
about the role of education for individuals and communities. As noted in Chapters 9 and 
10, the interviewees illustrated a clear exercise of agency in questioning, engaging with, 
and contesting dominant understandings of education and its role in society. For example, 
in speaking of 'material safety and stability', participants touched on themes about 
values, future, ethics, dominant community understandings, and personal circumstances. 
The interviewees grappled with dominant cultural understandings of material acquisition, 
previous community experiences of flight and deprivation, and the prospect of having 
choices available that their parents did not. They saw an important role for education in 
helping them bring a critical view to the assessment of such issues. 
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Finally, as noted in the earlier Findings section, while the w o m e n valued notions 
of citizenship, social participation, and independence emphasised by Australian 
settlement policy, these were positioned amongst a range of other important issues and 
qualities, such as Olssen's (2005) 'capabilities for freedom'. For example, the type of 
citizens privileged by the refugee women were open minded, critical, self-authoring 
contributors to social justice action. What conclusions can I draw from this feedback for 
educational policy? 
Conclusions 
I am conscious that it is inappropriate to assert the applicability of findings of 
small scale qualitative studies to any 'community at large'. Qualitative research is 
commonly regarded as a useful means for exploring the inner workings of an issue, rather 
than exploring, for example, its prevalence (Reinharz & Davidman 1992). Thus, my quest 
in this thesis has been to consider how particular negative representations operate for 
refugee women, to interrupt such representations in a small number of instances, and, 
ultimately, to reflect on how my findings might produce new ways of seeing and thinking 
about the issue of alternative representations. I consider that the perspectives on 
representation and education policy raised in the interviews can lead us to new ways of 
imagining what is possible for refugee women and for other marginal subjects of 
education policy. 
Doing policy differently 
If we accept that current representations of refugee women in policy are negative 
and limiting, and have detrimental effects on refugee women, then how might policy 
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making occur differently? In Chapter 4 I established that there are new and different ways 
of doing research and policy making with refugees (MacFarlane and Kaplan 2008; 
Marlowe 2009; Pittaway & Bartolomei 2005d; and Warriner 2003, 2004). Building on 
the principles underpinning such research, including Bakewell's (2008) view that 
research with refugees should not be driven by policy categories, I constructed a research 
framework of my own which centred refugee women's voices. 
It has also been my contention that in order to disrupt dominant representations of 
marginal subjects an appeal to the margins must be 'meaningfUr. Research with marginal 
groups should facilitate engagement by them with foundational or ideological elements of 
discourses underpinning policy work and service tools. Some of the research I reviewed 
in Chapter 4 takes precisely this approach (MacFarlane & Kaplan 2008, Marlowe 2009); 
it is research in which the voices of privilege have engaged with marginal subjects to help 
're-think' the foundations of policy. My own engagement with marginal voices at the 
'foundations' produced a depth of feedback that has allowed a significant contestation of 
the dominant 'straw refugee women' who prevail in current education policy. 
Here, I wish to conclude that a greater adoption of such principles in research and 
policy making is necessary if we are to see improvements in refugee women's lives. Such 
new approaches should also draw on the important contribution of researchers with 
refugees who have centred questions of representation, power, ethics, and identity in their 
work (Dona 2007, McKenzie, McDowell & Pittaway 2007). Such methodological 
considerations are critical because it is research processes themselves that have been 
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complicit in re-instituting a view of refugee w o m e n as invisible, or as victims requiring 
charity. 
Edelman's (1988) and Bacchi's (1999) views (elucidated in Chapter 2) about the 
power which is implicit in representing a problem serve as a useful framework through 
which to re-think approaches to policy making with marginal groups. What is required in 
policy making is a contribution by marginal groups in shaping the nature of the questions 
(Bacchi 1999) pertaining to them. Refocusing the policy 'questions' and re-formulating 
them in concert with marginal groups underpins the approach of the researchers described 
in Chapter 4 (MacFarlane & Kaplan 2008, Marlowe 2009, Pittaway & Bartolomei 
2005d). If, as Bacchi (1999) suggests, this capacity to frame policy problems is where the 
'power' lies, then relations of power cannot change, and dominant discourses cannot be 
shifted, until the marginal subjects of policy participate in this process in a meaningful 
way. 
In Pittaway and Bartolomei's (2005d) study, refugee camp residents were 
empowered to 'articulate the problem' (Bacchi 1999), and offer ideas for tackling it. This 
deflected from a notion that they were the problem, and also that solutions should be 
'devised' for them, re-enforcing a representation of them as victims. The research design 
acknowledged that participants were knowledgeable about local problems and could 
bring certain capital (Bourdieu 2006) to its resolution. As activist researchers, Pittaway 
and Bartolomei (2005d) commenced from a position that recognised or represented 
participants as agents in their own lives. 
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Education policy 
Informed by Choules' (2007) view that we should focus our gaze on the circle of 
privilege that represents social justice subjects, I would like to reflect on possible 
implications of my research for sites of educational policy. If the subjects of education 
are represented in relation to their presumed problematic lack of conformity with 
dominant norms, as various theorists have demonstrated is the case in conventional 
refugee education approaches (Warriner 2003, Pittaway & Bartolomei 2005d), a certain 
limiting, constraining kind of education will be provided for them. Reframing the 
representation of educational subjects reframes the type of education that might be 
considered relevant for them, just as reframing the subjects of mental health care is re-
shaping the development of policy or services in relation to them. 
Evidence from interviews indicates that there are two important issues that should 
influence the reframing of representations of refugee women in education; these issues 
relate to self-authorship and self-actualisation. Feedback from my interviews illustrates 
that the refugee women in this study saw themselves as self-authoring; that is, they have 
(like everyone) an evolving self concept, and based upon this they wish to make decisions 
in relation to themselves and their own life paths. It is thus important that education 
policy recognises and responds to refugee women as self-authors. Second, as noted in 
Chapter 10, self-actualisation was seen as important to the refugee women in this study; 
that is, from the perspective of the participants in this study, all refugee women 
understand a certain potential in themselves which they believe should have the 
opportunity of being self-actualised. It is thus important that education policy also 
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recognises, and reflects back to refugee w o m e n an understanding of, this potential to self-
actualise. I shall speak to each of these concepts in turn. 
Self authorship 
Dominant representations of refugee women have not necessarily recognised them 
as self-authoring individuals (Warriner 2003, Pittaway & Bartolomei 2005). Despite the 
challenges and constraints of settlement in a new country, the evidence of Chapters 4, 5, 
6, 9 and 10 illustrate that refugee women nonetheless have a self-concept which does not 
coincide with the problematic representation of them contained in settlement policy. 
What they seek is assistance to build on that self-concept, to express it, and to develop the 
kinds of 'capabilities' (Olssen 2005) which enable them to act on that self-concept. 
As described in Chapter 10, education increases an individual's capacity to make 
choices as a 'self author'. Further, the skills and knowledge learned from education can 
be used to expand, increase, and refine these choices. In recognition of this fundamental 
capacity (and right) to self-author in refugee women, policy should build goals 'with' 
these women rather than 'for' them; just, as I have argued, there is a growing imperative 
to research 'with' refugee women rather than 'on' them. The straw refugee women of 
current education policy do not appear self-authoring; policy makers counsel what is best 
for them by encouraging their conformance with dominant norms. A recognition that 
refugee women are authors in their own lives would 'shift the sands' (Choules 2007) of 
this paradigm for policy making. 
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Self-actualisation and potential 
In Chapter 10 I described self-actualisation as the expression of a (non-realisable, 
but nonetheless motivational) goal towards which individuals might work, in part with 
the assistance of education. In pursuit of this goal, I noted the importance to participants 
of having individual potential recognised. In short, in order for an individual to achieve 
her 'potential', she must be recognised as having potential in the first instance. 
The presumption that individuals have 'potential' rather than that they are 
problems to be fixed 'shifts the sands' (Choules 2007) of educational policy making. 
Such a presumption requires that, before we conceive of activities to make refugee lives 
'better', we must engage first with the question of how to 'frame' refugees and their 
problems (Bacchi 1999). In arguing that the educational representation of refugee women 
should be framed around potential, I am not suggesting that problems do not exist, or that 
they should be ignored. The issue is a question of emphasis. In Chapter 4,1 noted the 
problematic nature of refugee representations that always focus on women's victimhood 
and ineffectuality. Unitary representations of problem subjects, framed by western 
privilege, negate the complexity of the problem, and the inherent complexity of the 
subjects. The new research approaches to which I point in Chapter 4 (MacFarlane and 
Kaplan 2008, Marlowe 2009) do not imply the absence of problems for settlement policy 
subjects. However, such research does contest dominant representations of marginal 
groups as endemically or only problematic in a manner framed by western privilege. 
Drawing on evidence from my interviewees, there is a strong case to be made that 
educational policy would benefit from adopting a 'strengths based' approach to policy 
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making with refugee w o m e n (Masten 2001, St Luke's Anglicare 2009). Such a model 
would recognise women's resilience (rather than deficits) and centre such women's 
voices in the design of services intended to 'help' them (MacFarlane & Kaplan 2008). 
The model would encourage an approach to educational practice, from early settlement, 
that works with the strengths and social, cultural, and educational capital brought by 
refugee women from the home country. Practically, this would entail exploring with 
women refugees what they consider to be their strengths and gifts, what is important to 
them, what they might fear, and what they are proud of. It is a model that recognises 
possibilities in the individual for her own future. 
The spirit of this model is evident in a classroom described during interview by 
Karolina. Karolina described particular admiration for one other teachers because he 
recognised the uniqueness and potential in each of his students. This teacher responded to 
class members as agents who brought capital (in the form of ideas and creativity) to the 
classroom. 
He was my literature teacher and I liked him — and he loved that class. Like he just 
thought we were such a brilliant group of young people with such interesting ideas 
about the literature. And he just used to say 'I'm amazed, you know, at what you 
people think and what comes out in your interpretation of these poems' . .. and so he 
was really encouraging to, kind of our creativity and it was just a very interesting class 
because he treated us like adults and he allowed us to explore ideas and that was good 
(Karolina). 
Being 'treated like adults', Karolina and her classmates were apparently 
acknowledged as authors in their own lives. This representation and understanding of the 
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students, which was acted upon by the teacher, inspired creativity in them. Based on 
Karolina's feedback, the teacher's understanding of his students would appear to have 
influenced his particular curriculum choices, pedagogical approaches, and his views 
about possibilities for their learning. A representation or understanding of these students 
transpired in particular material effects. For example, Karolina links her inspiration to be 
'creative' with a self belief encouraged by the teacher that the students had something to 
offer to their mutual educational experience. Returning to the metaphor of Foucault 
(2000b), they were like 'works of art' imbued with possibilities for realisation or 
acrualisation. 
Having one's strengths, potential, and possibilities recognised in educational 
contexts was pivotal to interviewees in my study. Examples of women's frustration with 
learning a new language arose, in part, because lack of the language made them feel that 
their own social, cultural, and intellectual depth, their experience, and their potential was 
not being seen or recognised. It is not enough that women themselves might have a sense 
or belief in their own potential; a recognition that they have potential must be reflected 
back to them as new and vulnerable learners in the unfamiliar education system of 
settlement. 
Summary comments 
In this chapter I provided an overview of each thesis chapter and its contribution 
to my overall endeavour of exploring, explaining, and contesting dominant and negative 
representations of refugee women in education policy. Based on the feedback from 
interviews with nine refugee women, I have argued that different approaches to policy 
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making are required if these dominant representations are to be shifted and their material 
effects ameliorated. Most significantly, I have argued for the inclusion of refugee 
women's voices in shaping the 'taken for granted common senses' (Johnson 2005) that 
underpin education policy, especially as it applies to them. Central to my thesis is that 
current dominant representations do not properly recognise agency in marginal refugee 
women subjects. As a model for my own work, I have drawn on new approaches to 
policy making and research that centres the voices of refugees and refugee women 'at the 
margins'. Importantly, these approaches facilitate meaningful engagement by marginal 
voices because they entail the contestation of foundational policy categories (McFarlane 
and Kaplan 2007, Marlowe 2009, Pittaway and Bartolomei 2005d, and Warriner 2003, 
2004). 
In contrast to the 'straw women' prevalent in dominant refugee policies, the 
refugee women in this study saw themselves as self-authoring and believed that 
participants in education should be recognised as subjects with the potential to self-
acrualise. Further, they understand 'developing themselves' as an ethical act of agency 
from which both individuals and the community could benefit. Education was understood 
as important to furthering the conditions for self-authorship and self-actualisation. 
A feminist imperative to see improvements in women's lives has underpinned this 
project; especially, as I have described in Chapter 6, because refugee women experience a 
particularly difficult and negative set of material conditions. While changes have 
occurred over the past twenty years representations of refugee women (Indra 1999), these 
comments from Pittaway's (1991) study still resonate today. 
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O n arrival in Australia, the resettlement needs of the w o m e n are usually the last to be 
fulfilled. First the needs of the husband as the traditional bread-winner are attended to 
and then those of the children. The male is usually the first to seek work. If he is 
fortunate enough to find it the workplace allows him to leam a functional level of 
English and to become more quickly acculturated to life in Australia. Children are 
enrolled in schools where they pick up English very quickly and adapt easily to a new 
and often more liberal lifestyle. Women, in the meantime, tend to put much of their 
energy into estabhsbing a new home for the family (Pittaway 1991, p.7). 
That current policy systems may be a contributing factor in perpetuating 
marginality — in leaving the considerations of refugee women 'til last — is a feminist 
concern. My interest has been to bring a different way of thinking — a different 'mind' 
— to imagining how such policy and service systems might be re-shaped. I have argued 
that education policy must begin with a view of refugee women as self-authoring and 
have an interest in supporting these women to realise their potential. I do not suggest that 
'settlement education' should or can facilitate long term goals; however this form of 
education plays a pivotal role in setting the 'goal posts' for how futures are imagined. 
My concerns about current approaches to policy making are captured in this 
quotation by a Maori woman in Smith's (1989) research. 
We have a history of people putting Maori under a microscope in the same way a 
scientist looks at an insect. The ones doing the looking are giving themselves the 
power to define (Mita quoted in Smith 2002, Ch3). 
The power of the privileged to define what is normal or best for marginal groups 
within society excludes spaces for the articulation of marginal perspectives. Yet, as 
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Mayer-Rieckh (1993) argues, perspectives of the marginal are pivotal to policy making 
intended for them. '[Refugee] women [in detention] themselves know best how they wish 
to be supported Only by listening to women's voices can we ensure that the ultimate 
policy measures taken do not run counter to their interests' (Mayer-Rieckh 1993, p.75). 
Any journey towards the Utopian goal of self-actualisation begins with 
imagination; the imagination of the educational subject other potential self, and the 
imagination of the policy maker, teacher, and mentor in relation to that person's potential. 
In a paradigm of relational autonomy, refugee women's futures are necessarily tied up 
with the future imagined for them by policy makers and service deliverers (Olssen 2005, 
MacKenzie, McDowell & Pittaway 2007). If policy makers and educators imagine little 
for refugee women then the 'common sense' of those women's lives is more likely to 
transpire into little. Better outcomes for refugee women require a different outlook about 
them. If, as I have argued, social justice change depends upon the interconnected 
elements of praxis — action and reflection, then without reflection upon representations 
of these women, we run the real risk of our actions re-marginalising them. 
Feedback from the women in this study provides a basis for a more visionary 
approach to education policy making; an approach that recognises self-authorship, 
potential, and critical agency in marginal policy subjects. Such feedback speaks to the 
'life-enhancing vibrancy of diverse communities of resistance' espoused by bell hooks 
(2003). As hooks (2003) explains such communities, they are 'our hope, the place where 
our passion to connect and to leam is constantly fulfilled' (hooks 2003, p.xvi). 
388 
REFERENCES 
A B S (2008) Perspectives on Migrants 2007: Migrants and English Proficiency -
Information Available from the Migrant Data Matrices (Cat. No. 3416.0); 
[Homepage of ABS], [Online]. Available: 
http://www.abs.gov.aU/ausstats/abs@.nsf/Previousproducts/3416.0Main%20Featur 
es52007?opendocument&tabname=Summary&prodno=3416.0&issue=2007&num 
=&view=#Anchor2 0 [2010, 7 January] . 
ABS (2005) Personal Safety Survey Australia (Cat. No. 4906.0), ABS, Sydney. 
Acker, J., Barry, K. & Esseveld, J. (1996) "Objectivity and Truth: Problems in Doing 
Feminist Research" in Feminism and Social Change: Bridging Theory and 
Practice, ed. H. Gottfried, Urbana, University of Illinois Press, pp. 135 - 153. 
Ager, A. & Strang, A. (2008) "Understanding integration: A conceptual framework", 
Journal of Refugee Studies, vol. 21, no. 2, pp. 166 - 191. 
Agger, B. (1991) "Critical theory, poststructuralism, postmodernism: Their sociological 
relevance", Annual Review of Sociology, vol. 17, pp. 105-131. 
Agger, I. (1994) The Blue Room. Trauma and Testimony Among Refugee Women: A 
Psychosocial Exploration, Zed Books, London. 
AHC (2005) Face the Facts 2005: Questions and Answers About Refugees and Asylum 
Seekers [Homepage of Human Rights and Equal Opportunity Commission], 
[Online]. Available: 
http://www.lireoc.gov.au/racial discrimination/face facts 05/refugee.html#q7 
[2010, 7 February]. 
Al (2001) Bosnia-Herzegovena: Foca verdict - rape and sexual enslavement are crimes 
against humanity [Homepage of Amnesty International], [Online]. Available: 
bttr-//^iapadfic.armiestv.orp/1ibrarv/Index/KNGEUR630042001?open&of=ENG-
BIH [2010, 23 February] . 
Altheide, D.L. (2004) "Consuming terrorism", Symbolic Interaction, vol. 27, pp. 289-308. 
Altheide, D.L. & Grimes, J.L. (2005) "War Programming: The propaganda project and 
the Iraq war", The Sociological Quarterly, vol. 46, pp. 617-643. 
Althusser, L. (1976) "Reply to John Lewis" in Essays in Self-Criticism New Left Books, 
London, pp. 33 - 99. 
389 
A M E S (2008) English for Migrants [Homepage of A M E S ] , [Online]. Available: 
http://www.ames.net.au/AMEP [2008, 27 May]. 
ANCCORW (1991) "'Never Ending Journey' Conference", ANCCORW, Sydney. 
ANCORW (2009) Welcome [Homepage of ANCORW], [Online]. Available: 
http://www.ancorw.org/ [2010, 23 February]. 
Arnott, R. & Rowse, J. (1987) "Peer Group Effects and Educational Attainment", Journal 
of Public Economics, vol. 32, pp. 287 - 305. 
Assafiri, H. & Dimopoulos, M. (1993) "NESB women as deviant: The legal system's 
treatment of N E S B women victims of male violence", The Criminal Justice System 
in a Multicultural Society, Australian Institute of Criminology Conference, 
Canberra. 
Australian Customs Service (1999) Coastwatch improvement program strengthens detect 
and deter capacity. 
Australian News Commentary (2007) Pauline Hanson's Maiden Speech in Federal 
Parliament [Homepage of Australian News Commentary], [Online]. Available: 
http://www.australian-news.com.au/maiden speech.htm [2010, 15 February]. 
Bacchi, CL. (1999) Women, Policy, and Politics: The Construction of Policy Problems, 
Sage Publications, London. 
Baines, E.K. (2004) Vulnerable Bodies: Gender, the UN and the Global Refugee Crisis, 
Ashgate Publishing Limited, Burlington, USA. 
Baker, P. & McEnery, T. (2005) "A corpus-based approach to discourses of refugees and 
asylum seekers in U N and newspaper texts", Journal of Language and Politics, 
vol. 4, no. 2, pp. 197-226. 
Bakewell, O. (2008) "Research beyond the categories: The importance of policy 
irrelevant research into forced migration", Journal of Refugee Studies, vol. 21, no. 
4, pp. 432 - 452. 
Barbin, H. (1980) Herculine Barbin : being the recently discovered memoirs of a 
nineteenth century French hermaphrodite, Harvester Press, Brighton. 
Barrett, M. (1988) Women's Oppression Today: The Marxist/Feminist Encounter, Verso, 
London. 
Baumgartner, F.R. & Jones, B.D. (1993) Agendas and Instability in American Politics, 
The University of Chicago Press, Chicago. 
390 
Bell, L. (1997) "Theoretical Foundations for Social Justice Education" in Teaching for 
Diversity and Social Justice: A Sourcebook, eds. A. Bell & P. Griffin, Routledge, 
N e w York, pp. 3 - 15. 
Benhabib, S. (2005) "Borders, boundaries, and citizenship", Political Science and 
Politics, [Online], vol. 38, no. 4, pp. 673 - 677. Available from: 
http://www.istor.org/stable/30044348. 
Ben-Moshe, D., Bertone, S. & M. Grossman, M. (2008) Refugee Access and 
Participation in Tertiary Education and Training, Institute for Community, 
Ethnicity, and Policy Alternatives, Victoria University;, Melbourne. 
Bertone, S. (2008) From Factory Fodder to Multicultural Mediators: A New Typology of 
Immigrant Work Experiences in Australia, V D M Verlag Dr. Muller 
Aktiengesellschaff & Co., Saarbrucken, Germany. 
Bethke, L. & Braunschweig, S. (2004) Global Survey on Education in Emergencies, 
W C R W C , New York. 
Bexley, E., Marginson, S. & Wheelahan, L. (2007) Social Capital in Theory and 
Practice: The contribution of Victorian tertiary education in the 'new economy' 
disciplines of business studies and IT, Centre for the Study of Higher Education, 
University of Melbourne, Melbourne. 
Bourdieu, P. (2006) "The Forms of Capital" in Education, Globalization and Social 
Change, eds. H. Lauder, P. Brown, J. Dillabough & A.H. Halsey, Oxford 
University Press, Oxford, pp. 105 - 118. 
Bourdieu, P. (1991) Language and Symbolic Power, Harvard University Press, Boston. 
Brand, B. & Swail, S. (2004) Improving Educational Outcomes for Students with 
Disabilities, National Council on Disability, Washington DC. 
Brennan, F. (2007) Tampering with Asylum: A Universal Humanitarian Problem, 
Revised Edition edn, University of Queensland Press, St Lucia, Queensland. 
Brown, T. (2001) "Improving Quality and Attainment in Refugee Schools: The Case of 
the Bhutanese Refugees in Nepal" in Learning for a Future: Refugee Education in 
Developing Countries, eds. J. Crisp, C. Talbot & D. Cipollone, U N H C R 
Evaluation and Policy Analysis Unit,, pp. 109 - 161. 
Brown, W. (1995) States of Injury: Power and Freedom in Late Modernity; Princeton 
University Press, Princeton. 
391 
Bruegel, I. (1979) "Women as a Reserve Army of Labour: A Note on Recent British 
Experience", Feminist Review, , no. 3, pp. 12-23. 
Bunster-Burotto, X. (1986) "Surviving beyond fear: Women and torture in Latin 
America" in Women and Change in Latin America, ed. J. Nash, Bergin & Garvey, 
Boston, pp. 297-325. 
Buscher, D. (2006) Displaced Women and Girls at Risk: Risk Factors, Protection 
Solutions, and Resource Tools, W C R W C , N e w York. 
Butler, J. (2006) Gender Trouble, Routledge, New York. 
Butler, J. (1993) Bodies that Matter: On the Discursive Limits of Sex, Routledge, New 
York. 
Caldwell, A. (2007) Andrews under fire for cutting African refugee intake, ABC News, 3 
October, Australian Broadcasting Corporation, Sydney. 
Callamard, A. (1999) "Refugee women: a gendered and political analysis of the refugee 
experience" in Refugees: Perspectives on the Experience of Forced Migration, ed. 
A. Ager, Cassell, London, pp. 262. 
Carby, H. (1997) "White Woman Listen! Black Feminism and the Boundaries of 
Sisterhood" in Materialist Feminism: A Reader in Class, Difference and Women's 
Lives, eds. R. Hennessy & C. Ingraham, Routledge, N e w York, pp. 110 - 128. 
Casey, R. (1992) "Labor Force Characteristics of Migrant Women", Women in Migration 
Conference, Bureau of Immigration Research, Canberra. 
Castel, J. (1992) "Rape, sexual assault, and the meaning of persecution", International 
Journal of Refugee Law, , no. 4, pp. 39-56. 
Castles, S., Cope, M., Kalantzis, M. & Morrissey, M. (1988) Mistaken Identity: 
Multiculturalism and the Demise of Nationalism in Australia, Pluto Press, Sydney. 
Castles, S., Korac, M., Vasta, E. & Vertovec, S. (2002) Integration: Mapping the Field., 
Centre for Migration and Policy Research and Refugee Studies Centre, University 
of Oxford., Oxford. 
CGRS (2009) Background on Gender and Asylum Issues [Homepage of University of 
California, Hastings College of the Law], [Online]. Available: 
http://cgrs.uchastings.edu/about/contact.php [2009, 25 May]. 
Charlesworth, H. (2005) "Not waving but drowning: Gender mainstreaming and human 
rights in the United Nations", Harvard Human Rights Journal, vol. 18, pp. 1 - 18. 
392 
Charlesworth, H. (2001) "Women's Rights", Human Rights Defender Manual, [Online],, 
pp. 12/04/2006. Available from: 
http ://www. austlii. edu .au/au/other/HRLRes/2001191. 
Chester, B. (1992) "Women and Political Torture: Work with Refugee Survivors in 
Exile" in Refugee Women and their Mental Health: Shattered Societies, Shattered 
Lives, eds. E. Cole, O.M. Espin & E.D. Rothblum, Harrington Park Press, 
Binghamton, N Y , pp. 209 - 238-238. 
Chesters, J., Baxter, J. & Western, M. (2008) "Paid and unpaid work in Australian 
households: Towards an understanding of the new gender division of labor", 10th 
Australian Institute of Family Studies Conference, AIFS, Melbourne. 
Chiswick, Barry R., Lee, Yew Liang & Miller,Paul W. (2003) "Patterns of immigrant 
occupational attainment in a longitudinal survey", International Migration, vol. 41, 
no. 4, pp. 47-69. 
Choules, K. (2007) "The shifting sands of social justice discourse: From situating the 
problem with "Them" to situating it with "Us"", Review of Education, Pedagogy, 
and Cultural Studies, vol. 29, no. 5, pp. 461 - 481. 
CIRB (1993) Guidelines on Women Refugee Claimants Fearing Gender Related 
Persecution;, Ottawa. 
Clyne, M. (2006) "Words Excusing Exclusion", Seeking Asylum in Australia 1995 -
2005: Experiences and policies, , eds. S. Aykut & J. Taylor, Institute for Public 
History, Monash University, Victoria. 
Clyne, M. (2005) "The use of exclusionary language to manipulate opinion: John 
Howard, asylum seekers and the reemergence of political incorrectness in 
Australia", Journal of Language and Politics, vol. 4, no. 2, pp. 173-196. 
Colic-Peisker, V. (2003) Bosnian refugees in Australia: identity, community and labour 
market integration, U N H C R Evaluation and Policy Analysis Unit, Geneva. 
Colic-Peisker, V. & Tilbury, F. (2007c) Refugees and Employment: Visible Difference on 
Discrimination, Centre for Social and Community Research, Murdoch University, 
Perth. 
Colic-Peisker, V. & Tilbury, F. (2007b) "Introduction" in Settling in Australia: The social 
inclusion of refugees, eds. V. Colic-Peisker & F. Tilbury, Centre for Social and 
Community Research, Mudoch University, Murdoch, pp. 1 - 3. 
393 
Colic-Peisker, V. & Tilbury, F. (eds) (2007a) Settling in Australia: The social inclusion 
of refugees, Centre for Social and Community Research, Murdoch University, 
Perth. 
Colic-Peisker, V. & Tilbury, F. (2003) ""Active" and "Passive" resettlement: The 
influences of support service and refugees' own resources on resettlement style", 
International Migration, vol. 41, no. 5, pp. 61 - 91. 
Collins, P.H. (2006) From Black Power to Hip Hop: Racism, Nationalism, and 
Feminism, Temple University Press, Philadelphia. 
Collins, P.H. (2000) "What's Going On? Black Feminist Thought and the Politics of 
Postmodernism" in Working the Ruins: Feminist Poststructural Theory and 
Methods in Education, eds. E.A. St Pierre & W.S. Pillow, Routledge, N e w York, 
pp. 41 - 73. 
Collins, P.H. (1991) Black Feminist Thought: Knowledge, Consciousness and the Politics 
of Empowerment, Routledge, N e w York. 
Commonwealth of Australia (1988) Commonwealth Privacy Act, Commonwealth of 
Australia, Canberra. 
Coorey, P. (2008) Citizenship Test: Bradman not out, Sydney Morning Herald, 30 
January, Fairfax Digital. 
Costello, P. (2006) Worth Promoting, Worth Defending: Australian Citizenship, What it 
means and how to nurture it, Commonwealth Copyright Administration, Federal 
Attorney General. 
Cotterill, P. (1992) "Interviewing women: Issues of friendship, vulnerability, and power", 
Women's Studies International Forum, vol. 15, no. 5-6, pp. 593 - 606. 
Couldrey, M. & Morris, T. (eds) (2006) Education and Conflict: research, policy and 
practice, RSC, Oxford. 
Coyne, R. (1996) "Deconstructing the curriculum: Radical hermeneutics and professional 
education", Edinburgh Architectural Research, vol. 23, pp. 1 - 25. 
Crawley, H. (1999) "Women and Refugee Status: Beyond the Public/Private Dichotomy 
in U K Asylum Policy" in Engendering Forced Migration: Theory and Practice, 
ed. D. Indra, Berghahn Books, N e w York, pp. 308 - 333. 
Crisp, J., Talbot, C. & Cipollone, D.B. (eds) (2001) Learning for a Future: Refugee 
Education in Developing Countries, U N H C R Evaluation and Policy Analysis Unit, 
Geneva. 
394 
Cugati, Asha, Lurie, Caroline & Piper,Margaret (2002) The Advocates'Help Kit: Your 
guide to successful and responsible advocacy for refugees and asylum seekers, The 
Refugee Council of Australia, N e w South Wales. 
Cuthbert, D. (2000) "The doctor from the university is at my door': Methodological 
reflections on research with non-Aboriginal adoptive and foster mothers of 
Aboriginal children", Resources for Feminist Research, vol. 28, pp. 209 - 228. 
Davidson, M.D.G. & Yancy, G. (2009) "Introduction" in Critical Perspectives on bell 
hooks, eds. M. Del Guadalupe Davidson & G. Yancy, Routledge, N e w York, pp. 1 
-14. 
Davies, B. (2000) A Body of Writing: 1990 - 1999, Alta Mira Press, Walnut Creek, CA. 
Davies, B. (1997) "The Subject of Post-structuralism: a reply to Alison Jones", Gender 
and Education, vol. 9, no. 3, pp. 271 - 283. 
Davies, B. (1989) Frogs and Snails and Feminist Tales: Preschool children and gender, 
Allen & Unwin, Sydney. 
DEECD (2009) Understanding the Needs of Students from Low Socio-Economic 
Backgrounds [Homepage of D E E C D ] , [Online]. Available: 
http://www.education.vic.gov.au/management/schooloperations/equity/disadvantag 
e.htm [2009, 10 December]. 
Demir, J.S. (2003) The trafficking of women for sexual exploitation: a gender-based and 
well-founded fear of persecution, U N H C R , Pavia, Italy. 
Derrida, J. (2001) Writing and Difference, Routledge, London. 
Derrida, J. (1998) Of Grammatology, Johns Hopkins University Press, Baltimore. 
DESA (2009) Convention on the Elimination of All Forms of Discrimination Against 
Women [Homepage of U N ] , [Online]. Available: 
http://www.un.org/womenwafcli/daw/cedaw/text/econvention.htm [2010, 20 
February]. 
DEST (2005) National Framework for Values Education in Australian Schools, 
Commonwealth of Australia, Canberra. 
DFAT (2008) About Australia: Women - Towards Equality [Homepage of 
Commonwealth of Australia], [Online]. Available: 
http://www.dfat.gov.au/facts/women.html [2010, 15 February]. 
395 
DIAC (20l0e) Australian Values [Homepage of DIAC], [Online]. Available: 
htto://www.immi.gov.au/living-in-australia/values/ [2010, 26 November]. 
DIAC (201 Od) Citizenship Test [Homepage of DIAC], [Online]. Available: 
http://www.citizenship.gov.au/learn/cit test/ [2010, 26 November]. 
DIAC (2010c) Overview of the Adult Migrant English Program [Homepage of DIAC], 
[Online]. Available: http://www.immi.gov.au/living-in-australia/help-with-
english/amep/facts-figures/amep-overview.htm [2010, 15 February]. 
DIAC (2010b) Adult Migrant English Program: We can help you learn English, DIAC, 
Canberra. 
DIAC (2010a) Adult Migrant English Program: Homepage [Homepage of DIAC], 
[Online]. Available: http://www.irnnii.gov.au/living-in-australia/lielp-with-
english/amep/ [2010, 1 February]. 
DIAC (2009) Fact Sheet 66 - Integration Humanitarian Settlement Strategy [Homepage 
of DIAC], [Online]. Available: http://www.immi.gov.au/media/fact-
sheetsZ66ihss.htm [2010, 16 January]. 
DIAC (2008c) Welcome to the Adult Migrant English Program, Commonwealth of 
Australia, Canberra. 
DIAC (2008b) Review of the Adult Migrant English Program: Discussion Paper, 
Commonwealth of Australia, Canberra. 
DIAC (2008a) Beginning a Life in Australia: Welcome to Victoria, Commonwealth of 
Australia, Canberra. 
DIAC (2007c) Sudanese Community Profile, Commonwealth of Australia, Canberra. 
DIAC (2007a) Life in Australia, Commonwealth of Australia, Canberra. 
DIAC (1996) Refugee and Humanitarian Entrants: Guidelines on Gender Issues for 
Decision Makers, Commonwealth of Australia, Canberra. 
DIMA (2006b) Measures to Improve Settlement Outcomes for Humanitarian Entrants: 
Discussion Paper, Commonwealth of Australia, Canberra. 
DIMA (2006a) Fact Sheet 64: Temporary Protection Visas [Homepage of 
Commonwealth of Australia], [Online]. Available: 
http://www.immi.gov.au/media/fact-sheets/64protection.htm [2006, 22 
September]. 
396 
D I M A (2005b) About illegal migration, detention [Homepage of Commonwealth of 
Australia], [Online]. Available: http://www.imroi.gov.au/illegals/index.htm [2006, 
19 April]. 
DIMA (2005a) Immigration Detention, Commonwealth of Australia, Canberra. 
DIMIA (2005) Refugee and Humanitarian Issues: Australia's Response, Commonwealth 
of Australia, Canberra. 
Domosh, M. (2003) "Toward a More Fully Reciprocal Feminist Inquiry", ACME: An 
International E-Journalfor Critical Geographies, [Online], vol. 2, no. 1, pp. 23 
February 2010. Available from: http://www.acme-iournal.org/vol2/Domosh.pdf 
Dona, G. (2007) "The Microphysics of Participation in Refugee Research", Journal of 
Refugee Studies, vol. 20, no. 2, pp. 210 - 229. 
Donovan, K.M. (1998) Feminist readings of Native American literature: Coming to 
voice, University of Arizona Press, Tucson, Arizona. 
Dowling, J. (2009) Women on Boards: Addressing the Gender Imbalance, Sydney 
Morning Herald, 7 September, Fairfax Digital, Sydney. 
Doyal, L. (1979) The Political Economy of Health, Pluto Press, London. 
Duke, K., Sales, R. & Gregory, J. (1999) "Refugee Resettlement in Europe" in Refugees, 
Citizenship and Social Policy in Europe, eds. A. Bloch & C. Levy, Palgrave 
Macmillan, Basingstoke, pp. 105 -127. 
Dunlevy, S. (2009) The Daily Telegraph, 18 August, Newslimited, Sydney. 
Dworkin, A. (1976) "The Sexual Politics of Fear and Courage" in Our Blood: Prophecies 
and Discourses on Sexual Politics, ed. A. Dworking, 1st edn, Harper & Rowe, 
N e w York, pp. Ch5. 
Eastmond, M. (2007) "Stories as Lived Experience: Narratives in Forced Migration", 
Journal of Refugee Studies, vol. 20, no. 2, pp. 248 - 264. 
Edelman, M. (1988) Constructing the political spectacle, University of Chicago Press, 
Chicago. 
Ellsworth, E. (1992) '"Why Doesn't This Feel Empowering?' Working through the 
repressive myths of critical pedagogy" in Feminisms and Critical Pedagogy, eds. 
C. Luke & J. Gore, Routledge, N e w York, pp. 90 - 119. 
397 
Errington, W . & van Onselen, P. (2007) John Winston Howard, Melbourne University 
Publishing, Melbourne. 
Fairclough, N. (1995) Critical Discourse Analysis, Longman, London. 
Fairclough, N. (1989) Language and Power, Longman, London. 
Faludi, S. (1991) Backlash: The Undeclare War Against American Women, Anchor 
Books, N e w York. 
Faubion, J.D. (ed) (2000) Michel Foucault: Power. Essential Works of Foucault 1954 -
1984 Volume 3, The New Press, London. 
Feinstein, L., Budge, D., Vorhaus, J. & Duckworth, K. (2008) The Social and Personal 
Benefits of Learning: A summary of key research findings, C R W B L , London. 
Flanagan, J. (2007) Dropped from the moon: The Settlement Experiences of Refugee 
Communities in Tasmania, Anglicare Tasmania, Hobart. 
FMO (2010) Frequently Asked Questions [Homepage of RSC], [Online]. Available: 
http://www.forcedmigration.org/faq/ [2010, 21 April]. 
Fonow, M.M. & Cook, J.A. (2005) "Feminist Methodology: New applications in the 
academy and public policy", Signs: Journal of Women in Culture and Society, vol. 
30, no. 4. 
Fonow, M.M. & Cook, J.A. (eds) (1991) Beyond Methodology: Feminist Scholarship as 
Lived Research, Indiana University Press, Bloomington. 
Foucault, M. (2002b) The Archaeology of Knowledge, Routledge, London. 
Foucault, M. (2002a) The Order of Things, Routledge, London. 
Foucault, M. (2001a) Fearless Speech, Semiotext(e), Los Angeles. 
Foucault, M. (2000e) "The Subject and Power" in Power: Essential Works of Foucault 
1954 -1984, ed. J.D. Faubion, Penguin Books, London, pp. 326 - 348. 
Foucault, M. (2000d) "On the Genealogy of Ethics: An Overview of Work in Progress" in 
Michel Foucault Ethics: Essential works of Foucault 1954 -1984 Volume 1, ed. P. 
Rabinow, Penguin Books, London, pp. 253 - 280. 
Foucault, M. (2000c) "The Ethics of the Concern for Self as a Practice of Freedom" in 
Ethics: Subjectivity and Truth. Essential Works of Michel Foucault 1954 -1984 
Penguin Books, London, pp. 281 - 302. 
398 
Foucault, M . (2000b) "Technologies of the Self in Michel Foucault Ethics: Essential 
works of Foucault 1954 -1984 Volume 1, ed. P. Rabinow, Penguine Books, 
London, pp. 223 - 252. 
Foucault, M. (2000a) "Subjectivity and Truth" in Ethics: Essential Works of Foucault 
1954 -1984, ed. P. Rabinow, Penguin Books, London, pp. 87 - 92. 
Foucault, M. (1995) Discipline and Punish, Vintage Books, New York. 
Foucault, M. (1990c) The History of Sexuality Volume 3: The Care of the Self, Penguin 
Books, London. 
Foucault, M. (1990a) The History of Sexuality Volume 1: An Introduction Volume, 
Vintage Books, N e w York. 
Foucault, M. (1988c) "Critical Theory/Intellectual History" in Politics, Philosophy, 
Culture. Interviews and Other Writings, ed. P. Rabinow, Routledge, London, pp. 
17 - 46. 
Foucault, M. (1988b) '"Truth, Power, Self: An Interview with Michel Foucault" in 
Technologies of the Self, eds. L.H. Martin, H. Gutman & P. Hutton, University of 
Massachusetts Press, Amherst. 
Foucault, M. (1988a) Madness and Civilization: A history of insanity in the age of 
reason, Vintage Books, N e w York. 
Foucault, M. (1985) The Use of Pleasure: The History of Sexuality 2, Random House, 
London. 
Foucault, M. (1984) "What is Enlightenment?" in The Foucault Reader, ed. P. Rabinow, 
Penguin Books, Middlesex, pp. 32 - 50. 
Foucault, M. (1980) "Two lectures" in Power/Knowledge: Selected interviews and other 
writings, 1972 - 1977, ed. C. Gordon, Harvester Press, Brighton, pp. 78-108. 
Foucault, M. (1977b) "Nietzsche, Genealogy, History" in Language, Counter-Memory, 
Practice: Selected essays and interviews, ed. D.F. Bouchard, Cornell University 
Press, Ithaca, pp. 139. 
Foucault, M. (ed) (1975) 7, Pierre Riviere, having slaughtered my mother, my sister, and 
my brother- : a case of parricide in the 19th century, Pantheon Books, N e w York. 
Foucault, M. (1972) "Truth and Power" in The Foucault Reader, ed. P. Rabinow, Penguin 
Books, Middlesex, pp. 51. 
399 
Foundation House (2010) Publication and Resources [Homepage of Foundation House], 
[Online]. Available: 
http://www.fouiidationliouse.org.au/resources/publications and resources.htm 
[2010, 7 February]. 
Francis, B. (1999) "Modernist Reductionism or Post-structuralist Relativism: can we 
move on? A n Evaluation of the Arguments in Relation to Feminist Educational 
Research", Gender and Education, vol. 11, no. 4, pp. 381 - 393. 
Fraser, N. (ed) (1989) Unruly Practices: Power, Discourse, and Gender in Contemporary 
Social Theory, University of Minnesota Press, Minneapolis. 
Fraser, N. & Nicholson, L.J. (1990) "Social Criticism without Philosophy: An Encounter 
between Feminism and Postmodernism" in Feminism/Postmodernism, ed. L. 
Nicholson, Routledge, N e w York, pp. 19 - 38. 
Freeden, M. (2005) "Ideology" in The Shorter Routledge Encyclopedia of Philosophy, ed. 
E. Craig, Routledge, London, pp. 438. 
Freire, P. (1998) Teachers as Cultural Workers - Letters to Those Who Dare Teach, 
Westview Press, Boulder CO. 
Freire, P. (1993) Pedagogy of the Oppressed, The Continuum International Publishing 
Group, N e w York. 
French, M. (1992) The War Against Women, Penguin Books, Ringwood, Victoria. 
Friedan, B. (1963) The Feminine Mystique, W.W.Norton & Company, New York. 
Friedman, A.R. (1992) "Rape and domestic violence: The experience of refugee women" 
in Refugee Women and their Mental Health: Shattered Societies, Shattered Lives, 
eds. E. Cole, O.M. Espin & E.D. Rothblum, Harrington Park Press, Binghamton, 
N Y , pp. 65 - 78. 
Gallagher, S. (1992) Hermeneutics and Education, State University of New York Press, 
Albany. 
Garrett, R. (1999) "Feminist Research Dilemmas", AARE Conference 1999, . 
Gartrell, T. (2006) Children Overboard Affair - Chronology, Gartrell, Tim, Canberra. 
Ghorashi, H. (2007) "Giving silence a chance: The importance of life stories for research 
on refugees", Journal of Refugee Studies, vol. 21, no. 1, pp. 117 - 132. 
400 
Gifford, S.M., Bakopanos, C , Kaplan, I. & and Correa-Velez, 1. (2007) "Meaning or 
measurement: researching the social contexts of health and settlement among 
newly arrived refugee youth in Melbourne", Journal of Refugee Studies, vol. 20, 
no. 3, pp. 414-440. 
Giles, W., Moussa, H., Van Esterik, P. & Foote, V. (eds) (1993) Development and 
Diaspora: Gender and the Refugee Experience, Artemis Enterprises, Dundas, 
Ontario. 
Gilligan, C. (1993) In a Different Voice, Harvard University Press, Cambridge, MA;. 
Giroux, H.A. (2004) "Cultural studies and the politics of public pedagogy: Making the 
political more pedagogical", Parallax, vol. 10, no. 2, pp. 73-89. 
Giroux, H.A. (ed) (1991) Postmodernism, Feminism and Cultural Politics: Redrawing 
Educational Boundaries, State University of N e w York, Albany. 
Giroux, H.A. (1990) "Citizenship, Public Philosophy, and the Struggle for Democracy" in 
Curriculum Discourse as Postmodernist Critical Practice, ed. H.A. Giroux, 
Deakin University Press, Geelong, pp. 115. 
Gould, S.J. (1996) Mismeasure of Man, Norton, New York. 
Gozdziak, E. (2004) Refugee Women's Responses to Forced Migration: Limitations of the 
Trauma Concept, Substance Abuse and Mental Health Services Administration, 
Washington DC. 
Graham, H. (1984) "Surveying through stories" in Social Researching: Politics, Problems 
Practice, eds. C. Bell & H. Roberts, Routledge & Kegal Paul;, London, pp. 104 -
124. 
Grosz, E. (ed) (1989) Sexual Subversions, Allen & Unwin, Sydney. 
Hale, S. (2000) "The Reception and Resettlement of Vietnamese Refugees in Britain" in 
The International Refugee Crisis, ed. V. Robinson, Macmillan, Basingstoke, pp. 
280 - 290. 
Hammond, L. (2008) "Strategies of Invisibilization: How Ethiopia's Resettlement 
Programme Hides the Poorest of the Poor", Journal of Refugee Studies, vol. 21, no. 
4, pp. 517-536. 
Harding, S. (1995) "Just Add Women and Stir?" in Missing Links: Gender equity in 
science and technology for development IDRC, pp. 295 - 308. 
401 
Harding, S. & Norberg, K. (2005) "New Feminist Approaches to Social Science 
Methodologies: An Introductio", Signs: Journal of Women in Culture and Society, 
vol. 30, no. 4. 
Harstock, N. (1990) "Foucault on Power: A Theory for Women?" in 
Feminism/Postmodernism, ed. L. Nicholson, Routledge, New York, pp. 157-175. 
Hartcher, P. (2009) To the Bitter End: The dramatic story behind the fall of John Howard 
and the rise of Kevin Rudd, Allen & Unwin, Sydney. 
Hartmann, J. (2003) "Power and resistance in the later Foucault", 3rd Annual Meeting of 
the Foucault Circle, Cleverland OH. 
Heilemann, J. & Halpern, M. (2010) Race of a Lifetime: How Obama won the White 
House, Viking, Melbourne. 
Hendrix, H. (1988) Getting the Love You Want, Schwartz & Wilkinson, Melbourne. 
Heninger, L. & Emry, M. (2005) Learning in a War Zone: Education in Northern 
Uganda, W C R W C , New York. 
Heninger, L., Makinson, C, Richardson, F., Duncan, M. & Duany, J.A. (2006) Help us 
Help Ourselves: Education in the Conflict to Post-Conflict Transition in Liberia, 
WCRWC, New York. 
Heninger, L. & McKenna, M. (2005) 'Don't Forget Us: The Education and Gender-based 
Violence Protection Needs of Girls from Darfur in Chad, W C R W C , New York. 
Herman, E.S. & Chomsky, N. (1988) Manufacturing Consent: the political economy of 
the mass media, Pantheon Books, New York. 
Hollander, R. (2003) "Who sits in Parliament? An analysis of State and Federal Members 
of Parliament", Australasian Political Studies Association Conference, 
Australasian Political Studies Association, Canberra. 
hooks, b. (2010) Teaching Critical Thinking: Practical Wisdom, Routledge, New York. 
hooks, b. (2003) Teaching Community: A Pedagogy of Hope, Routledge, New York. 
hooks, b. (1994b) Outlaw Culture: Resisting Representations, Routledge, New York. 
hooks, b. (1994a) Teaching to Transgress: Education as the Practice of Freedom, 
Routledge, New York. 
402 
hooks, b. (1989) Talking Back: Thinking Feminist Thinking Black, South End Press, 
Cambridge, MA;. 
hooks, b. (1984) Feminist Theory: From Margin to Center, South End Press, Boston, 
MA. 
hooks, b. (1981) Aintla Woman: Black Women and Feminism, South End Press, Boston, 
MA. 
Hunston, S. (2002) Corpora in Applied Linguistics, Cambridge University Press, 
Cambridge. 
Hunter, C. (2002) "Khawar and Migration Legislation Amendment Bill (No 6) 2001: 
W h y narrowing the definition of a refugee discriminates against gender-related 
claims", Australian Journal of Human Rights, [Online], vol. 8,, pp. 15/08/2008. 
Available from: http://www.austlii.edu.aU/au/journals/AJHR/2002/8.htm. 
Hynes, T. (2003) The issue of'trust' or 'mistrust' in research with refugees: choices, 
caveats and considerations for researchers, U N H C R Evaluation and Policy 
Analysis Unit, Geneva. 
Indra, D. (ed) (1999) Engendering Forced Migration, Berghahn Books, New York. 
Indra, D. (1987) "Gender: a key dimension of the refugee experience", Refugee, Issue 6, 
pp. 3-4. 
Iredale, R. (1992) "Refugee Women in the Labor Market: How do they fare?", Women in 
Migration Conference, Bureau of Immigration Research, Canberra. 
Iredale, R. & D'Arcy, B. (1992) The Continuing Struggle: Refugees in the Australian 
Labor Market, Commonwealth of Australia, Canberra. 
Irigaray, L. (1993) Sexes and genealogies, Columbia University Press, New York. 
Jackson, S. & Jones, J. (1998) "Thinking for ourselves: An introduction to feminist 
theorising" in Contemporary Feminist Theories, eds. S. Jackson & J. Jones, 
Edinburgh University Press, Edinburgh, pp. 1 - 11. 
Jacobsen, K. & Landau, L. (2003) Researching refugees: some methodological and 
ethical considerations in soical science and forced migration, United Nations High 
Commissioner for Refugees, Evaluation and Policy Unit;, Geneva. 
Jakubowicz, A. (2008) A stunned silence: the slow death of multiculturalism, Australian 
Policy Online, 25 November, Institute for Social Research, Swinburne University 
of Technology, Melbourne. 
403 
Jastram, K. & Newland, K. (2003) "Family Unity and Refugee Protection" in Refugee 
Protection in International Law: UNHCR's Global Consultations on International 
Protection Cambridge University Press, Cambridge, pp. 555 - 603. 
Johnson, H. (2006) "Constructing Victims: Visual Images, Victimization and Imagining 
the Female Refugee", Annual Meeting of the International Studies Association, 
International Studies Association,. 
Johnson, J. (2005) What is discourse [Homepage of St Olaf College], [Online]. 
Available: http://www.stolaf.edu/depts/cis/wp/iohnsoia/whatisdiscourse/index.html 
[2010, 15 February]. 
Jones, A. (1997) "Teaching Post-structuralist Feminist Theory in Education: student 
resistances", Gender and Education, vol. 9, no. 3, pp. 261 - 269. 
Joya, M. (2009) Raising my Voice, Macmillan, Sydney. 
Kaplan, I. (1998) Rebuilding Shattered Lives, Victorian Foundation for Survivors of 
Torture Inc, Melbourne. 
Kaspiew, R. (1995) "Rape lore: Legal narrative and sexual violence", Melbourne 
University Law Review, vol. 20, pp. 350 - 382. 
Kelley, N. (2001) "The Convention refugee definition and gender-based persecution: A 
decade's progress", International Journal of Refugee Law, vol. 13, no. 4, pp. 559 -
568. 
Kelley, N. (1989) Working with Refugee Women: A Practical Guide, International NGO 
Working Group on Refugee Women, Geneva. 
Kendall, G. (2008) Conversation about Foucault and power, Personal Communication. 
Kendall, G. & Wickham, G. (1999) Using Foucault's Methods, Sage Publications, 
London. 
Kirsch, G.E. (2005) "Friendship, friendliness, and feminist fieldwork", Journal of Women 
in Culture and Society, vol. 30, no. 4. 
Kishor, S. (2005) "The heavy burden of a silent scourge: domestic violence", RevPanam 
Salut Publica, vol. 17, no. 2, pp. 77-78-1. 
Kristeva, J. (1980) Desire in Language: A Semiotic Approach to Literature and Art, 
Columbia University Press, N e w York. 
404 
Kumin, J. (2001) Gender: Persecution in the Spotlight, United Nations High 
Commissioner for Refugees, Geneva. 
Kuoch, T., Wali, S. & Scully, M.F. (1992) "Introduction" in Refugee Women and their 
Mental Health: Shattered So deities, Shattered Lives, eds. E. Cole, O.M. Espin & 
E.D. Rothblum, Harrington Park Press, Binghamton, pp. xi - xii. 
Lake, M. & Reynolds, H. (2008) Drawing hte Global Colour Line: White Men's 
Countries and the International Challenge of Racial Equality, Melbourne 
University Publishing. 
Lakoff, G. (2002) Moral Politics: How liberals and conservatives think, 2nd edn, 
University of Chicago Press, Chicago. 
Lamb, C. (1996) "Barriers to Work for Refugee Women", The Second Women in 
Migration Conference, BIMPR, Canberra. 
Landau, L. & Jacobsen, K. (2004) "The value of transparency, replicability and 
representativeness: A response to Graeme Rodgers' ""Hanging Out' with forced 
Migrants'"", Forced Migration Working Paper Series, vol. 11. 
Lather, P. (1991) Getting Smart: Feminist Research and Pedagogy With/In the 
Postmodern, Routledge, N e w York. 
Latifi, A. (2005) Even After all this Time: A story of love, revolution, and leaving Iran, 
Harper Collins, N e w York. 
Lawrence, C. (2005a) "Fear and Public Policy: Lecture 1", Freilich Foundation Lectures, 
Freilich Foundation,. 
Leaning, J. (2001) "Ethics of research in refugee populations", The Lancet, vol. 357, no. 
9266, pp. 1432 -1433. 
Lever-Tracey, C. (1992) "Asian Migrant Women in business", Women in Migration 
Conference, Bureau of Immigration Research, Canberra. 
Lewins, F. & Ly, J. (1985) The First Wave: The Settlement of Australia's First 
Vietnamese Refugees in Sydney, Allen and Unwin, Sydney. 
Lifton, R. (1994) The Protean Self: Human resilience in an age of fragmentation, Basic 
Books, N e w York. 
Linder, J. (2010) Repatriation, Reintegration, and Resettlement of Refugees [Homepage 
of Model United Nations of the Far West], [Online]. Available: 
http://www.munfw.org/archive/48tri/3rd2.htm [2010,1 August]. 
405 
Lopez, M . (2000) The Origins of Multiculturalism in Australian Politics 1945 -1975, 
Melbourne University Press, Melbourne. 
Lubbers, R. (2001) "Forward" in Learning for a Future: Refugee Education in 
Developing Countries, eds. J. Crisp, C. Talbot & D. Cipollone, U N H C R 
Evaluation and Policy Analysis Unit,, pp. iv. 
Luke, C. & Gore, J. (eds) (1992) Feminisms and Critical Pedagogy, Routledge, New 
York. 
Lusher, D. & Haslam, N. (eds) (2007) Yearning to Breathe Free, The Federation Press, 
Sydney. 
Lyby, E. (2001) "Vocational Training for Refugees: A Case Study from Tanzania" in 
Learning for a Future: Refugee Education in Developing Countries, eds. J. Crisp, 
C. Talbot & D. Cipollone, U N H C R Evaluation and Policy Analysis Unit, pp. 217 -
259. 
Lyotard, J.F. (1979) The Postmodern Condition: A Report on Knowledge, Manchester 
University Press, Manchester. 
Macdougall, N. (2007) "Friendship and kinship: Pathways to community inclusion" in 
Settling in Australia: The Social Inclusion of Refugees, eds. V. Colic-Peisker & F. 
Tilbury, Centre for Social And Community Research, Murdoch University, 
Murdoch, pp. 64 - 76. 
MacFarlane, C. & Kaplan, I. (2007) "Researching services for survivors of torture and 
trauma: A preliminary investigation about recovery outcomes", Refugee Research 
At La Trobe: Seminar Series, . 
Macintyre, M. (2008) "Police and Thieves, Gunmen and Drunks: Problems with Men and 
Problems with Society in Papua N e w Guinea", The Australian Journal of 
Anthropology, vol. 19, no. 2, pp. 179-193. 
MacKenzie, C, McDowell, C. & Pittaway, E. (2007) "Beyond 'Do No Harm'. The 
challenge of constructing ethical relationships in refugee research", Journal of 
Refugee Studies, vol. 20, no. 2, pp. 299 - 319. 
MacKinnon, C. (2006) Are Women Human? and other international dialogues, The 
Belknap Press of Harvard University Press, Cambridge, Massachusetts. 
Macklin, A. (1999) "A Comparative analysis of the Canadian, US, and Australian 
Directives on Gender Persecution and Refugee Status" in Engendering Forced 
Migration: Theory and Practice, ed. D. Indra, Berghahn Books, N e w York, pp. 
272 - 307. 
406 
Maltzahn, K. (2009) Trafficked, U N S W Press, Sydney. 
Mann, K. (1998) "Lamppost Modernism: Traditional and critical social policy", Critical 
Social Policy, vol. 18, no. 54, pp. 77 - 102. 
Marginson, S. (2004) "Bourdieu's notion of social capital: How useful is it in 
understanding the social effects of higher education?", Education Faculty Research 
Seminar, Faculty of Education, Clayton. 
Markovic, M. 8c Manderson, L. (2000) "Nowhere is as at home: adjustment strategies of 
recent immigrant women from the former Yugoslav Republics in southeast 
Queensland", Journal of Sociology, vol. 36, no. 3, pp. 315-328. 
Markus, A., Jupp, J. & McDonald, P. (2009) Australia's Immigration Revolution, Allen & 
Unwin, Sydney. 
Marlowe, J.M. (2009) "Accessing 'authentic' knowledge: Being and doing with the 
Sudanese community", The Australian Community Psychologist, vol. 21, no. 1, pp. 
39-49. 
Marshall, J. (1997) "Michel Foucault: Problematising the individual and constituting 'the' 
self, Educational Philosophy and Theory, vol. 29, no. 1, pp. 32 - 49. 
Marston, G. (2004) Social Policy and Discourse Analysis: Policy change in public 
housing, Ashgate Publishing, Aldershot, England. 
Marston, G. (2003) Temporary Protection Permanent Uncertainty: The experience of 
refugees living on temporary protection visas, Centre for Applied Social Research 
R M I T University, Melbourne. 
Marston, G. & McDonald, C. (eds) (2006) Analysing Government Policy: A 
Governmental Approach, Edward Elgar, Cheltenham, UK. 
Martin, S.F. (1991) Refugee Women, Zed Books Ltd, London. 
Martin, S.F. & Copeland, E. (1988) Making Ends Meet: Refugee Women and Income 
Generation, Center for Policy Analysis and Research on Refugee Issues, 
Washington DC. 
Maslow, A.H. (1970) Motivation and Personality, Harper and Rowe, New York. 
Masten, A.S. (2001) "Ordinary Magic: Resilience Processes in Development", American 
Psychologist, vol. 56, no. 3, pp. 227-238. 
407 
Mayer-Rieckh, E. (1993) Beyond Concrete and Steel. 'Power-Relations and Gender: The 
Case of Vietnamese Women in the Detention Centres in Hong Kong', Institute of 
Social Studies, The Hague. 
Maynard, M. (1994) "Methods, practice, and epistemology: The debate about feminism 
and research" in Researching Women's Lives from a Feminist Perspective, eds. M. 
Maynard & J. Purvis, Taylor & Francis Group, London, pp. 10 - 26. 
McCann, CR. & Kim, S. (2003) "Introduction" in Feminist Theory Reader: Local and 
Global Perspectives, eds. C R . McCann & S. Kim, Routledge, London, pp. 1 - 11. 
McHoul, A. & Grace, W. (1993) A Foucault Primer: Discourse, power and the subject, 
Melbourne University Press, Melbourne. 
McKay, L. (2003) "Women asylum seekers in Australia: Discrimination and the 
Migration Legislation Amendment Act [No. 6] 2001 (Cth)", Melbourne Journal of 
Internationa Law, [Online], vol. 4, no. 2. Available from: 
http ://www. austlii. edu.au/cgi-
bin/sinodisp/au/ioumals/MelbJIL/2003/4.html?querv=%224%20Melbourne%20Jo 
umal%20of%20Intemational%20Law%20347%22. 
McKenna, M. & Perlman, J. (2006) Education in Darfur: A Critical Component of 
Humanitarian Response, W C R W C , N e w York. 
McLachlan, D. (2003) "A Certain Maritime Incident: The Flinders University Online 
Journal of Interdisciplinary Conference Papers", Counterpoints, [Online], vol. 3, 
no. 1. Available from: 
http://ehlt.flinders.edu.au/proiects/counterpoints/Proc 2003/A9.htm. 
McLaren, M.A. (2002) Feminism, Foucault, and Embodied Subjectivity, State University 
of N e w York, Albany. 
McLeod, J. (2008) "Legacies of poststructural feminism in education", Reconsidering 
'gender and education': Questions from and about the field, Australian Association 
for Research in Education, . 
McLeod, J. (1990) "Gender Inclusive Curriculum: Some issues for professional 
development", Australian Association for Educational Research, AARE,. 
McNay, L. (2000) Gender and Agency: Reconfiguring the subject in feminist and social 
theory, Polity Press, Maldan, M A . 
McNay, L. (1991) "The Foucauldian Body and the Exclusion of Experience", Hypatia, 
vol. 6, pp. 125-139. 
408 
McNevin, A. (2005) Seeking Safety, Not Charity: A report in support of work-rights for 
asylum-seekers living in the community on Bridging Visa E, Network of Asylum 
Seeker Agencies Victoria (NASA-Vic), Melbourne. 
McSpadden, L.A. (1998) ""I must have my rights!" The presence of state power in the 
resettlement of Ethiopian and Eritrean refugees" in Power, Ethics, and Human 
Rights: Anthropological Studies of Refugee Research and Action Rowman & 
Littlefield, Lanham M D , pp. 147 - 172. 
Mehta, L. (ed) (2009) Displaced by Development: Confronting Marginalization and 
Gender Injustice, Sage, N e w Delhi. 
Miles, M.B. & Huberman, A.M. (1994) Qualitative Data: An Expanded Sourcebook, 2nd 
edn, Sage Publications, California. 
MIMA Media Office (1999) Former Ministers Support Response to Boat Arrivals 
[Homepage of Commonwealth of Australia], [Online]. Available: 
http://www.minister.immi.gov.au/media releases/ruddock media99/r99165.htm 
[2006, 20 April]. 
Minichiello, V., Aroni, R., Timewell, E. & Alexander, L. (1990) In-Depth Interviewing: 
Researching People, Longman Cheshire, Melbourne. 
Mirza, H. (2009) Race, Gender, and Educational Desire: Why black women succeed and 
fail, Routledge, London. 
Modood, T. (2005) "Remaking multiculturalism after 7/7", Open Democracy: Free 
Thinking for the World, [Online],. Available from: 
http://www.surrev.ac.uk/Arts/CRONEM/Tariq-Modood-article.pdf. 
Mohanty, C.T. (2003) Feminism Without Borders: Decolonizing Theory, Praciticing 
Solidarity, Duke University Press, Durham, London. 
Mohanty, C.T., Russo, A. & Torres, L. (eds) (1991) Third World Women and the Politics 
of Feminism, Indiana University Press, Bloomington. 
Monash University Prato Centre (2009) "Refugee Futures Conference", International 
Metropolis Project Canada; Monash University Institute for the Study of Global 
Movements; Australian Multicultural Foundation. 
Muller, A. (2000) Women and Girls: Education not Discrimination, OECD Observer,, 
O E C D , Paris. 
Muller, T. (1998) "Immigration and Urban Areas: the United States Experience" in 
Immigrants, Integration and Cities. Exploring the Links O E C D , Paris. 
409 
National Commission on Terrorist Attacks Upon the United States (2004) The 9/11 
Commission Report: Final Report of the National Commission on Terrorist Attacks 
Upon the United States, Official Government Edition, U.S. Government Printing 
Office. 
Neuman, W.L. (2006) Social Research Methods: Qualitative and Quantitative 
Approaches, 6th edn, Pearson Education Inc, Boston. 
North, A.M. (2001) Victorian Council for Civil Liberties Incorporated versus Minister 
for Immigration and Multicultural Affairs, Federal Court of Australia. 
Nyers, P. (2004) "Introduction: What's Left of Citizenship", Citizenship Studies, vol. 8, 
no. 3, pp. 203 - 215. 
Oakes, J. (2005) Keeping Track: How schools structure inequality, Yale University Press, 
N e w Haven. 
Oakley, A. (1981) "Interviewing women: A contradiction in terms" in Doing Feminist 
Research, ed. H. Roberts, Routledge & Kegal Paul;, London, pp. 30 - 61. 
OCHA (2009) Sexual and Gender-Based Violence in Conflict: A Framework for 
Prevention and Response [Homepage of U N ] , [Online]. Available: 
http://ochaonline.un.org/News/InFocus/SexualandGenderBasedViolence/AFramew 
orkforPreventionandResponse/tabid/4751 /language/en-US/Defaultaspx [2010, 23 
February]. 
O'Heisler, M.O. (2005) "Changing citizenship theory and practice: Comparative 
perspectives in a democratic framework", Political Science and Politics, vol. 38, 
no. 4, pp. 667 - 670. 
Olssen, M. (2005) "Foucault, educational research and the issue of autonomy", 
Educational philosophy and theory, vol. 37, no. 3, pp. 365 - 387. 
Olssen, M., Codd, J. & O'Neill, A. (2004) Education Policy: Globalization, Citizenship & 
Democracy, Sage, London. 
O'Neill, J. (2001) "Integration of Refugees in Ireland: Experience with Programme 
Refugees 1994-2000", No Welcome Here? Asylum Seekers and Refugees in 
Ireland and Britain., vol. Democratic Dialogue Report 14. 
Orwell, G. (1949) "Newspeak" in 1984, ed. G. Orwell, Signet Classics, Penguin Books, 
Melbourne. 
OSW (2001) Australian Women Speak: State and Territory Consultations with Migrant 
and Refugee Women, Department of the Prime Minister and Cabinet, Canberra. 
410 
Oxfam Australia (2007) Support African refugees urges open letter to Immigration 
Minister in The Australian [Homepage of Oxfam Australia], [Online]. Available: 
http://www.oxfam.org.au/media/releases/campaigns-and-advocacv?p=2050 [2009, 
27 October]. 
Perm, M. (1997) "Feminist Pedagogy as Praxis", Duke Journal of Gender Law & Policy, 
vol. 4, pp. 217-219. 
Persell, C.H., Arum, R. & Seufert, K. (2003) "Racial and Ethnic Educational Inequality 
in Global Perspective", Annual Meeting of the American Sociological Association, 
American Sociological Association. 
Phillips, J. & Lorimer, C (2005) "Children in Detention", Parliamentary Library of 
Australia: Issues, [Online],, pp. 20 January 2010. Available from: 
http://www.aph.gov.au/librarv/intguide/sp/Childrendetention.htm. 
Pittaway, E. (2004) The Ultimate Betrayal: An examination of the experience of domestic 
and family violence in refugee communities, Centre for Refugee Research, U N S W , 
Sydney. 
Pittaway, E. (2001) Only Rape: An examination of the power of ideology and discourse in 
the policy process with a focus on policy pertaining to refugee women, University 
of Technology. 
Pittaway, E. (1991) Refugee Women - Still at Risk in Australia, Australian Government 
Publishing Service, Canberra. 
Pittaway, E. & Bartolomei, L. (2005e) Refugee Women at Risk: A failure of protection - a 
case for action, CRR, U N S W , Sydney. 
Pittaway, E. & Bartolomei, L. (2005d) Reciprocal Research: Human Rights and Gender 
Training in a Camp for Refugees from Burma in Northern Thailand, CRR, 
UNSW;, Sydney. 
Pittaway, E. & Bartolomei, L. (2005c) Refugee Women in Leadership Roles, Visual 
Futures, Sydney. 
Pittaway, E. & Bartolomei, L. (2005b) Refugee Women at Risk-Assessment Tool and 
Response Mechanism (UNHCR Report), Centre for Refugee Research, U N S W , 
Sydney. 
Pittaway, E. & Bartolomei, L. (2005a) The Case for a UNHCR Conclusion on "Refugee 
Women at Risk", Centre for Refugee Research, U N S W , Sydney. 
411 
Pittaway, E. & Muli, C (2009) 'We have a voice - hear us': The settlement experiences of 
refugee and migrants from the Horn of Africa, Horn of African Relief and 
Development Agency, Sydney. 
Pittaway, E. & Pittaway, E.E. (2004) '"Refugee woman': a dangerous label: Opening a 
discussion on the role of identity and intersectional oppression in the failure of the 
International Refugee Protection Regime for Refugee Women", The Australian 
Journal of Human Rights, vol. 10, no. 1, pp. 119 - 136. 
Polzer, T. (2008) "Invisible Integration: How Bureaucratic, Academic and Social 
Categories Obscure Integrated Refugees", Journal of Refugee Studies, vol. 21, no. 
4, pp. 476 - 497. 
Poole, S. (2006) UnSpeak, Little, Brown, London. 
Powles, J. (2004) Life history and personal narrative: theoretical and methodological 
issues relevant to research and evaluation in refugee contexts, U N H C R Evaluation 
and Policy Analysis Unit, Geneva. 
Quinn, I. (2007) "Working with Refugee Women: A Case study" in Settling in Australia: 
The Social Inclusion of Refugees, eds. V. Colic-Peisker & F. Tilbury, Centre for 
Social And Community Research, Murdoch University, Murdoch, pp. 56-63. 
Rabinowitz, N.S. (2001) "Personal Voice / Feminist Voice", Arethusa, vol. 34, no. 2, pp. 
191-210. 
Ramazanoglu, C (1993) Up AgainstFoucua.lt; Explorations of Some Tensions Between 
Foucault and Feminism, Routledge, London. 
RCOA (2010b) Australia's Refugee Program: Services for Refugees [Homepage of 
R C O A ] , [Online]. Available: http://www.refugeecouncil.org.au/arp/ihss.html 
[2010, 1 February]. 
RCOA (2010a) Australia's Refugee Program: Services for Refugees [Homepage of 
R C O A ] , [Online]. Available: 
http://www.refugeecouncil.org.au/current/settlement.html [2010, 16 June]. 
RCOA (2008) Refugee Week 2002 Resource Kit: "A Place to Call Home", RCOA, 
Sydney. 
RCOA (1999) Statement on "illegal" boat arrivals, RCOA, Glebe, NSW. 
Reinharz, S. (1985) "Feminist distrust: Problems of context and content in sociological 
work" in Clinical Demands of Social Reseearch, eds. D. Berg & K. Smith, Sage, 
Beverly Hills, CA., pp. 153 - 172. 
412 
Reinharz, S. & Davidman, L. (1992) Feminist Methods in Social Research, Oxford 
University Press, N e w York. 
Roberson, M.K. (1992) "Birth, transformation, and death of refugee identity: Women and 
girls of the Intifada" in Refugee Women and their Mental Health: Shattered 
Societies, Shattered Lives, eds. E. Cole, O.M. Espin & E.D. Rothblum, Harrington 
Park Press, Binghamton, N Y , pp. 35 - 52. 
Rodgers, G. (2004) ""Hanging out" with Forced Migrants: Methodological and Ethical 
Challenges", Forced Migration Review, vol. 21, pp. 48 - 49. 
Rodriguez-Jimenez, A. & Gifford, S.M. (2010 (in press)) "Finding voice: A participatory 
media project with Afghan boys with refugee backgrounds in Melbourne, 
Australia", Youth Studies Australia, . 
Roe, M.D. (1992) "Displaced women in settings of continuing armed conflict" in Refugee 
Women and their Mental Health: Shattered Societies, Shattered Lives, eds. E. Cole, 
O.M. Espin & E.D. Rothblum, Harrington Park Press, Binghamton N Y , pp. 89 -
104. 
Rothman, S. (2003) "The Changing Status of Socio-Economic Status on Student 
Achievement: Recent Evidence from Australia", Annual Meeting of the American 
Educational Research Association. 
Russell, A. (2006) Bush in decline tries to recapture glory days, The Age, 12 September, 
Fairfax Digital, Melbourne. 
Said, E. (1978) Orientalism, Pantheon Books, New York. 
Sang, D. & Fielding, A. (2007) "Community formation and collective resilience in 
refugee communities" in Settling in Australia: The social inclusion of refugees, 
eds. V. Colic-Peisker & F. Tilbury, Centre for Social And Community Research, 
Murdoch University, Murdoch, pp. 77 - 96. 
Sanguinetti, J. (1999) Within and against performativity: Discursive engagement in adult 
literacy and basic education, Deakin University. 
Sarup, M. (1993) An Introductory Guide to Poststructuralism and Postmodernism, 
Second edn, Pearson Education Ltd, Essex. 
Sawicki, J. (1991) Disciplining Foucault: Feminism, Power, and The Body, Routledge, 
N e w York. 
413 
Scott, J.W. (2003) "Deconstructing Equality - Versus - Difference: Or, the Uses of Post-
structuralist Theory for Feminism" in Feminist Theory Reader: Local and Global 
Perspectives, eds. C R . McCann & S. Kim, Routledge, London, pp. 378 - 390. 
Scully, D. & Bart, P. (1978) "A Funny Thing Happened on the Way to the Orifice" in The 
Cultural Crisis of Modern Medicine, ed. J. Ehrenereich, Medical Review 
Publications, London. 
Scutt, J.A. (1994) "Sexism and psychology: An analysis of the 'scientific' basis of the 
corroboration rule in rape" in The Sexual Gerrymander, ed. J.A. Scutt, Spinifex 
Press, North Melbourne, Victoria, pp. 139-160. 
Scutt, J.A. (1983) Even in the Best of Homes, Penguin Books, Ringwood, Victoria. 
Service Provider C (2007) Interview about the experiences of refugee women clients, 
Melbourne. 
Sheridan, A. (1980) Michel Foucault: The Will to Truth, Tavistock Publications, New 
York. 
Sieng, S. & Thompson, J.L. (1992) "Traces of Khmer Women's Imaginery: Finding our 
way in the West" in Refugee Women and their Mental Health: Shattered Societies, 
Shattered Lives, eds. E. Cole, O.M. Espin & E.D. Rothblum, The Haworth Press, 
Binghamton, N Y , pp. 129 - 140. 
Silove, D. & Steel, Z. (1998) The Mental Health and Weil-Being of On-Shore Asylum 
Seeers in Australia, Psychiatry Research and Teaching Unit, University of New 
South Wales, Sydney. 
Sinclair, M. (2001) "Education in Emergencies" in Learning for a Future: Refugee 
Education in Developing Countries, eds. J. Crisp, C Talbot & D. Cipollone, 
U N H C R Evaluation and Policy Analysis Unit,, pp. 1 - 83. 
Singerman, D. (1992) Migrant Women: Tired of Being Invisible, Green Left Weekly, 26 
February, Miller, Kate, Chippendale, N S W . 
Smith, L.T. (2002) Decolonizing Methodologies: Research and Indigenous Peoples, Zed 
Books, London. 
Sommers, M. (2001) "Peace Education and Refugee Youth" in Learning for a Future: 
Refugee Education in Developing Countries, eds. J. Crisp, C. Talbot & D. 
Cipollone, U N H C R Evaluation and Policy Analysis Unit,, pp. 163 - 216. 
Spencer-Nimmons, N. (1994) The Emergence of Refugee Women as a Social Issue, 
Doctor of Philosophy edn, York University, Canada. 
414 
Spender, D. (1992) Learning to Lose, 3rd edn, The Women's Press, London. 
Spender, D. (1980) Man Made Language, Routledge & Kegal Paul, London. 
Spivak, Gayatri (with Rooney, Helen) (1989) "In a word", Differences, vol. 1, no. 2, pp 
124-156. 
Spivak, G.C (1990) The Post-Colonial Critic: Interviews, Strategies, Dialogues, 
Routledge, N e w York. 
Spivak, G.C. (1988) "Can the Subaltern Speak?" in Marxism and the Interpretation of 
Culture, eds. C Nelson & L. Grossberg, Macmillan, London, pp. 271 - 316. 
Spivak, G.C. (1987) In Other Worlds: Essays in Cultural Politics, Methuen, New York. 
Spradley, J.P. (1979) The Ethnographic Interview, Holt, Rinehart and Winton, New 
York. 
SSCCMI (2002) Select Committee on a Certain Maritime Incident Report, 
Commonwealth of Australia, Canberra. 
St Luke's Anglicare (2009) Training and Consultancy: The Strengths Approach 
[Homepage of St Luke's Anglicare], [Online]. Available: 
http://www.stlukes.org.au/Services/TrainingAndConsultancy/index.aspx [2010, 7 
February]. 
St Pierre, E. (2004) "Care of the Self: The Subject and Freedom" in Dangerous 
Coagulations: The uses of Foucault in the Study of Education, eds. B.M. Baker & 
K.E. Heyning, Peter Lang, N e w York, pp. 325. 
StPierre, E.A. & Pillow, W.S. (eds) (2000) Working the Ruins: Feminist Poststructural 
Theory and Methods in Education, Routledge, N e w York. 
Stanley, L. & Wise, S. (1993) Breaking Out Again: Feminist Ontology and Epistemology, 
Routledge, London. 
Steel, Z. & Silove, D. (2001) "The mental health implications of detaining asylum 
seekers", Medical Journal of Australia, vol. 175, pp. 596 - 599. 
Steinem, G. (1992) Revolution from Within, Little Brown Books, Boston MA. 
Strauss, A.L. (1987) Qualitative Analysis for Social Scientists, Cambridge University 
Press, Cambridge. 
415 
Success Works (2005) Culturally and Linguistically Diverse Women's Project, Success 
Works, Melbourne. 
Success Works (2004) Rural Research Project, Immigrant Women's Domestic Violence 
Service, Victoria. 
Success Works (2003) Cultural Diversity Project: Overall Report, Department of Justice, 
Victoria, Australia. 
Szewczyk, K. (2005) The Impacts of Detention on Family Relationships, The Victorian 
Women's Trust, Melbourne. 
Tadjbakhsh, S. (2001) "The refugee definition and gender-related persecution: An 
overview", Proceedings of the International Conference on Women Fleeing 
Gender-based Persecution, The Canadian Council for Refugees, Canada, pp. 184 -
189. 
The Australian (2010) Libs insist refugees work for their keep, The Daily Telegraph, 27 
May. 
The Australian Catholic Bishops' Committee for Migrant Affairs & Australian Council of 
Churches Refugee and Migrant Services (1992) "Conference Proceedings", 
"Welcome Stranger" National Forum on Refugees, A C B C M A ; A C C R M S , Sydney. 
The Key Centre for Women's Health in Society and VicHealth (2001) "Symposium 
Proceedings", Refugees, Humanitarian Settlers and Informal Arrivals, The Key 
Centre for Women's Health in Society and VicHealth, Melbourne. 
The World Bank (2009) Girls' Education [Homepage of The World Bank], [Online]. 
Available: 
http://web.worldbank.org/WBSITE/EXTERNAL/TOPICS/EXTEDUCATIONAXx 
ontentMDK:20298916~menuPK:617572~pagePK:148956~piPK:216618~theSiteP 
K:282386,00.html#whv [2010, 21 April]. 
Thompson, M., McGorry, P., Silove, D. & Steel, Z. (1998) "Maribyrnong Detention 
Centre Tamil Survey" in The Mental Health and Well-Being of On-Shore Asylum 
Seekers in Australia, ed. Silove, Derrick & Steel, Zachary, University of N e w 
South Wales, Sydney, pp. 35. 
Tong, R. (1989) Feminist Thought: A Comprehensive Introduction, Westeview Press, 
Colorado. 
Torfing, J. (1999) New Theories of Discourse, Blackwell Publishing, Oxford. 
416 
Torres, C A . (2006) "Democracy, Education, and Multiculturalism: Dilemmas of 
Citizenship in a Global World" in Education, Globalization & Social Change 
Oxford University Press, Oxford, pp. 537 - 556. 
Trager, J. (1994) The Women's Chronology, Aurum Press, London. 
Trinh, M.T. (1989) Woman, Native, Other: Writing postcoloniality and feminism, Indiana 
University Press, Bloomington. 
Tsolidis, G. (2010) "Simpson, his donkey and the rest of us - Public pedagogies of the 
value of belonging", Educational philosophy and theory, vol. 42, no. 4, pp. 448-
461. 
Tsolidis, G. (2008) "Australian Multicultural Education: Revisiting and Resuscitating" in 
The Education of Diverse Student Populations: A Global Perspective, ed. G. Wan, 
Springer Netherlands, pp. 209 - 225. 
Tsolidis, G. (2001) Schooling, Diaspora and Gender: Being Feminist and Being 
Different, Open University Press, Buckingham. 
Tsolidis, G. & Dobson, I. (2006) "Single sex schooling - Is it more than a class act?", 
Gender and Education, vol. 18, no. 2, pp. 213 - 228. 
Turner, M. (2007) "South Sudanese learners in Western Australia: Learning 
environments, expectations, and participation" in Settling in Australia: The Social 
Inclusion of Refugees, eds. V. Colic-Peisker & F. Tilbury, Centre for Social and 
Community Research, Murdoch University, Murdoch, pp. 23 - 37. 
Turton, D. (1996) "Migrants and Refugees: A Mursi Case Study" inln Search of Cool 
Ground: War, Flight, and Homecoming in Northeast Africa, ed. T. Allen, Africa 
World Press, Trenton, NX, pp. 96 - 110. 
UKY (2003) Evaluation of the Integrated Humanitarian Settlement Strategy (IHSS): 
Final Report, DIMIA, Canberra. 
UN (1995) Beijing Declaration and Platform for Action, UN, Geneva. 
UN (1948) The Unviersal Declaration of Human Rights, Geneva. 
UNHCHR (1990) International Convention on the Protection of the Rights of All Migrant 
Workers and Members of their Families, Geneva. 
UNHCR (2009b) UN High Commissioner for Refugees Praises Australia's Refugee 
Resettlement Services: Press Release, U N H C R , Geneva. 
417 
U N H C R (2009a) UNHCR Annual Report Shows 42 Million People Uprooted Worldwide 
[Homepage of U N H C R ] , [Online]. Available: 
http://www.unhcr.org/4a2fd52412d.html [2010, 23 February]. 
UNHCR (2002c) Guidelines on International Protection: "Membership of a Particular 
Social Group" within the context of Article 1A(2) of the 1951 Convention and/or its 
1967 Protocol relating to the Status of Refugees, U N H C R , Geneva. 
UNHCR (2002b) Guidelines on International Protection: Gender-Related Persecution 
within the context of Article 1A(2) of the 1951 Convention and/or its 1967 Protocol 
relating to the Status of Refugees, U N H C R , Geneva. 
UNHCR (2002a) The world of refugee women at a glance, UNHCR, Geneva. 
UNHCR (1996) Convention and Protocol Relating to the Status of Refugees, UN, 
Geneva. 
UNHCR (1991) Guidelines on the Protection of Refugee Women, UNHCR, Geneva. 
Valji, N., De La Hunt, L. & Moffett, H. (2003) "Where are the women? Gender 
discrimination in refugee policies and practices", Agenda, vol. 55, pp. 61-72. 
van Dijk, T. (2001) "Critical discourse analysis" in The Handbook of Discourse Analysis, 
eds. D. Schiffrin, D. Tannen & H.E. Hamilton, Blackwell, London, pp. 352-371. 
van Selm, J. & Koser, K. (eds) (2008) JRS, Oxford University Press, Oxford. 
Velibeyoglu, K. (1999) Post-structuralism and Foucault [Homepage of Velibeyoglu], 
[Online]. Available: http://www.angelfire.com/ar/corei/foucault.html [2010, 1 
August]. 
Viviani, N. (1984) The Long Journey. Vietnamese Migration and Settlement in Australia, 
Melbourne University Press, Melbourne. 
Wallace, R. (1996) "Making the Refugee Convention gender sensitive: the Canadian 
guidelines", International and Comparative Law Quarterly, vol. 45. 
Wallace, T. (1993) "Refugee Women: Their Perspectives and Our Responses", Focus on 
Gender, vol. 1, no. 2, pp. 17-23. 
Waring, M. (1988) Counting for Nothing: What men value and what women are worth, 
Allen & Unwin, Wellington. 
418 
Warriner, D.S. (2008) "Language, learning and the politics of belonging: Sudanese 
women refugees 'becoming' and 'being' "American"", Anthropology and Education 
Quarterly, vol. 38, no. 4, pp. 343 - 359. 
Warriner, D.S. (2004) "Multiple literacies and identities: The experiences of two women 
refugees", Women's Studies Quarterly, vol. 32, no. 1 & 2, pp. 179-195. 
Warriner, D.S. (2003) "Here Without English You Are Dead": Language Ideologies and 
the Experiences of Women Refugees in an Adult ESL Program, University of 
Pennsylvania. 
Weinberg, S.S. (1992) "The Treatment of Women in Immigration History: A call for 
change", Journal of American Ethnic History, Summer issue, pp. 25-45. 
Weiss, G. & Wodak, R. (eds) (2003) Critical Discourse Analysis: Theory and 
Interdisciplinarity, Palgrave Macmillan, Basingstoke. 
Whitehead, K. (2007) "Careers Advice for Women and Shaping of Identities", Labor 
History, vol. 92, pp. 57 - 74. 
Wickham, G. (2008) Conversation about Foucault and power, Personal Communication. 
Wiley, T.G. & Lukes, M. (1996) "English-Only and Standard English Ideologies in the 
U.S.", TESOL Quarterly, vol. 30, no. 3, pp. 511 - 535. 
Williams, J.H. (2001) "On School Quality and Attainment" in Learning for a Future: 
Refugee Education in Developing Countries, eds. J. Crisp, C. Talbot & D. 
Cipollone, U N H C R Evaluation and Policy Analysis Unit,, pp. 85 - 108. 
Williams, R. (1976) Keywords, 2nd edn, Oxford University Press, New York. 
Wodak, R. (2005) "Global and local patterns in political discourses - 'Glocalisation'", 
Journal of Language and Politics, vol. 4, no. 3, pp. 367-370. 
Wolin, R. (ed) (1993) The Heidegger Controversy: A Critical Reader, The MIT Press, 
Boston, M A . 
Wollstonecraft, M. (1792) A Vindication of the Rights of Woman: With Strictures on 
Political and Moral Subjects, Thomas & Andrews, Boston. 
Yates, L. (1990) Theory/Practice Dilemmas: gender, knowledge and education, Deakin 
University Press, Geelong. 
419 
Yeoh, B. (2009) "Families/Households in Motion: Transnational Strategies and Their 
Implications for Human Development in Asia", 2009ISSBD Asia Pacific 
Workshop: 'Human Development in the Context of Movement Within and Across 
National Boundaries', ISSBD, Adelaide. 
Young, J., Buscher, D. & Perlman, J. (2007) From the Ground Up: Education and 
Livelihoods in Southern Sudan, W C R W C , New York. 
Yuval-Davis, N. & Werbner, P. (eds) (1999) Women, Citizenship and Difference, Zed 
Books, London. 
420 
